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FOREWORD

The papers published here were delivered at the First Australian
Reading Conference held in Adelaide in August, 1975.

Five hundred and fifty people participated in workshops, seminars
and lecture sessions which explored many aspects of reading and
retated literacy skills. The conference became a forum for exchanging
information and resources and for discussion of problems relating to
reading and language.

Attention was given to issues such as pre-service and inservice
courses, facilities in reading ard to the development and use of read-
ing materials. With the formation, at the conference, of the Australian
Reading Associaton, there is an impetus for the continuing exchange
of ideas and rescurces.

Dorald Moyle’s cpening paper on the Bullock Report provided the
conference with a summary of emerging areas of need for the 12ach
ing of language and reading in the United Kingdom. As one who pre-
pared submissions for the report. Mr. Moyle was able to discuss
important implications of the report for Australia.

Constance McCullough emphasized the need for teachers to make
the acquisition of reading and language skills meaningful for children,
and for assisting children to see the purposes of reading. This
emerged as an important area of concern at the conference.

In the final plenary session. David [ ake presented a paper on
the problems of and possibilities for the pre-service and inservice
education of teachers.

One of the more popular speakers was Charles Cripps. who con-
ducted a very informative and practical session on the question of
spelling.

Those papers are reprinted here along with papers dealing with,
among other things, children’s literature. adult illiteracy. testing for
literacy and reading English as a second language.

It was a vigorous. concerned and wide ranging conference and
we feel that the papers reprinted here reflect the spirit of that week
in Adelaide.

Ciaire Efliott.
Jonathon Anderson.
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SINCE THE DAYS OF BULLOCK DRAYS — 1
A HISTORY OF READING IN SOUTH
AUSTRALIAN EDUCATION

Jim Giles

Two bullock drays rumble down the track from the slab timber
Government House. A woman walks down to the river Torrens to
fetch water in a pail, disturbing a pair of teal ducks which fly up
amongst the river gums, wheel back over Holy Trinity Church and its
neighbouring timber buildings and disappear over the Bank of South
Australia. Smoke curls up from camp fires, and a family group of
aborigines chats quietly around their wiltja. Mr. Shepherdson, lately
arrived in the colony, checks his watch and steps into his school.

Mr. Shepherdson, having been engaged by the South Australian
Schoo! Society to fill the office of Head Teacher and Director of the
schools. has set up in a building opposite Trinity Church on North
Terrace a one-roomed school of 57 children. He was able to report on
21st July, 1838. just two monihs after the school opened, that:

“Ten children spell and read words o "wo letters.

**Nine children spell and read words c ; three letters,

“Nine children spell and read words of four letters,

**Six children spell and read words of five letters.

“Ten children spell and read words of two syllables,

*“Seven children spell and read words of three syllables.

“*Eleven children spell and read words of three syllables.

“Eleven children spell and read almost every word.

**Seventeen write on paper.

“Forty-five write on slates.

“Eighteen are reading the Gospels,

“’Eleven are learning the geography of the Holy Land and its
history. and the same class learns English Grammar and out-
lines of English History.

A lesson on objects is given three times a8 week.”

The water in the bay at Edithburgh is dead flat calm. A few gulls
squawk in a desultory fashion about the rigging of a wheat ketch
which has docked the previous evening from Port Adelaide. In the

7
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Family Hotel, Inspector Dr. Emil Jung finishes his breakfast with
unhurried dignity. He calls for the landlord and asks that a pony and
trap be ready to take him to Yorketown after lunch on the following
day. Then, with the calm of a man about to do his duty. and conscious
of his status, he moves from the Family Hotel and strolls comfortably
to the school. Children in pinafores run. The word spreads and soon
the pecpulation of the school is gathered in tense excited groups
watching Inspector Dr. Emil Jung approach.

It is June 1891 and the time for the Annual Examination of the
schools is at hand. In the school, aware of the tension in the play-
ground, and with an increasing feeling of despair, Mr. Frederick
Thompson, schoolmaster, checks the slate pencils, scans his roll
book once more, and calls to his observer.

“"Where is he now?”’

“’Please sir, he’s down by Bullock’s corner”, replies the urchin.

Eventually, Mr. Thompscn will emerge from the door, greet
Inspector Dr. Emil Jung at the school gate and conduct him inside.
The great man will condescend to conversation later in the day —
for the time being he doesn’t want familiarity or joviality to prejudice
his judgement.

At the back of his mind. like a roll of drums and guide to duty,
are the regulations on the Examination of Schools, first printed in the
July 1870 Gaczette:

B. Examination of Schools

160. There shall be an annual examination of all schools which
shall have been established for not less than nine months.

161. No teacher shall be held responsible for the result of an
examination unless he or she has been in charge of the school for at
least six months.

162. Teachers will be allowed to withdraw children whose names
have not been on the books for at least three months, or, in the case
of the junior division, for at least six months before the day of
examination.

163. The inspectors are empowered to exempt other children if it
shall appear that there are satisfactory reasons for withdrawing them.

164. Marks will be awarded to each child examined according to
the following plan:

Maximum marks obtainable by each child

Subject examined
J.D. 1 . nt. v. V.
Reading 2 2 2 2 2 2
Spelling — 2 2 2 2 2
8
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Writing 1 2 2 2 2 1
Arithmetic 2 4 4 4 6 6
Language — — 2 2 2 2
Drawing 1 2 2 2 2 3
Needlework — 1 1 2 2 2

Five per cent. of the total marks obtainabie gn individual examina-
tion may be allowed for each of the following; (1) Geography, (2)
History (and Language in the Junior and First Cclasses). {3) Pgetry.
{4) Special and Mora! Lessons, (5) Sinf;ing, (6) piscipline and order.
(7) Drill.

165. The exact marks awarded to each schoo! for each of these
branches will be fixed at the discretion of the jnspector.

166. In reading one mark will be given for the bare pass, and the
other for good expression and an intelligent knowledge of the gypject
matter.

167. One mark will be given for spelling tested by dictation_ and
the second mark for a properly kept book. in which throughoyt the
school! year the spelling has been taught by dictation and transcription.

168. In writing. one mark will be allotted to transcription. and
one to a finished copybook.

169. In drawing. one mark will be given {gr a finished book, and
one for an exercise done on the day of examination.

170. In arithmetic, the marks will be divided between the men:al
and written work.

171. Discipline and order will include the proper preparation and
observance of the timetable and programmeg of fessons. and the
proper keeping of the various school records,

172. In infant schools marks will be awarded on examinatjon as
for a Junior Division. Marks equal in number to those obtained by
individual examination will he assigned to the exercise Specified in
Regulation 155,

173. At the close of the examination the jnspector will mark the
names of such children as in his opinion shoujd be promoted, ang the
teacher will be required to present these children in a higher cjass at
the next examination. As a general fule. no child under the age of
seven years will be promoted by the inspector from the junior division.
Any child may be promaoted at the discretion of the teacher.

174. A {ull report of the annual examination will be forwarded to
each teacher, and it is to be fastened in the inspector’s register
immediately it is received.

175. Any teacher who may have reason to complain of the manner
in which an examination has been conducted myst report the circyms-
stances within forty-eight hours after the concjlysion thereof.

9
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176. Should any special circumstances have injuriously affected
the school, and therefore caused the percentage to be lower than it
otherwise would have been, such circumstances may be reported in
writing by the head teacher within seven days of the examination.

177. At the close of each year the schools shall be arranged in
classes. -

178. The basis of classification shall be the proficiency of the
scholars as shown by the annuail examination. but the inspectors shali
consider each case on its merits. The following table shows the per-
centage required as a rule for each class, but the classification may be
altered if it shall appear that any subject has been neglected. or that
the percentage does not fairly represent the condition of the school.

Percentage obtained by Percentage obtained by

Class Class

the Schoo! the School
A. 85 and above D. 70 and below 75
B. 80 and below 85 E. 60 and below 70
C. 75 and below 80 F. Below 60

179. The proposed classification of each school shall be notified
to the head teacher thereof, and seven days shall be allowed for an
apreal to the Minister, whose decision shail be final.

One after another, children will approach the throne to read to the
Inspector. Frightened but grittily persevering they stumble through,
with varying degrees of success. the passages nominated by Dr. Jung.
He hears in judicial silence, perhaps helps with a word. At the end of
the passage he asks a question or two. Periodically, he will ask a
child to read from the Children’s Hour, a8 new-fangled publication put
out by the Central Board of Education. Schoolmaster Frederick
Thompson. hovering in the background, agonizes with each child as
it batties its way through a passage from Nelson’s Fourth Royal
Reader. The voices are stilted, the punctuation laboured, the tone is
that of an elocution class. Morning recess comes and goes. The day
creeps on as inexorably the Inspector examines the school.

Next afternoon, Frederick Thompson, having had his school classi-
fied as D and smarting from the injustice of it. canes two lads who,
reacting from the tension of the occasion are fooling about in the
back row. Janet Murphy. whose father is a8 fisherman, weeps end-
lessly. She has been failed in Class lll and will get it when she arrives
home. The week ends unhappily and restlessly.

On 5th February, 1891. in the Nairne Primary Schooi, Mr. John
Erickson. prepares ta give out their readers to his pupils. To the little
people in the Junior Divisicn he hands Adelaide Reading Sheets and

10
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the First Primer, and to those in the upper part the Second Primer.
Class | gets the Adelaide Introductory Reader of Nelson’s First Royal
Reader. and thereafter the classes get other numbers of Mr. Nelson’s
Royal Readers. The tables of contents ase impressive. In the fifth
Royal Reader for instance:

The Great Siege of Gibraitar

Battle of Coruna and the Death of More

The Trial by Combat. Parts | and Hl

Damascus and London

Battle of Trafalgar and the Death of Nelson

Man and the Industrial Arts

The Relief of Leyden

The Burning of Moscow

Cairo and the Pyramids

Rhetorical Passages

Life in Saxon England

Running his eyes down the contents, John Erickson sighs. His
pupils are the childrern of storekeepers and dairy farmers on small
holdings. They are 12,000 miles from Europe. They are more familiar
with kangaroos and wombats than life in Saxon England. Nevertheless,
the books are useful for the busy teacher. Take Book V, for instance.
At the conclusion of each passage is a list of difficult words with
meanings, then notes of historical interest, and then questions on the
passage. Furthermore, the difficult words for which there are mean-
ings are marked in the text by dots. Useful stuff. The passages are
often very much above the chiidren though. And tne print is small.

The Children’s Hour is also available on payment of a subscrip-
tion of 2/- for six copies. This is an innovation begun in January 1890,
and it is hoped to fill a need for suitable reading material for children.
It will last for 74 years and the last number will come out in December
1963. John Erickson is uncertain about the production. Some of it is
good stuff — in the last April edition there was a story about a child
being lost and found in mallee country. There was mention of heat and
dust and blackfellows and a black snake. The children enjoyed it.
Each edition has pictures of Adelaide features and scenes. Most of
the longer stories have a South Australian bias. The tone, however, is
sentimental and moral, but this is consistent with the tenor of the
times.

A Little Boy's Heroism
A gentleman in Dublin proposed to drive with his wife to the
beautiful Glasnevin Cemetery. Calling his son, a bright boy four
years old, he told him to get ready to accompany them. The

11
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child’s countenance fell, and the father said,

“Don’t you want to go, Willie?””

The little lip quivered but the child answered,

“’Yes, papa. if you wish.” :

The child was strangely silent during the drive, and when the
carriage drove up to the entrance he clung to his mother’s side
and looked up in her face with pathetic wistfulness.

The party alighted and walked among the graves and along the
tree-shadowed avenues, looking at the inscriptions on the last
resting-places of the dwellers in the beautiful city of the dead.
After an hour or so thus spent they returned to the carriage. and
the father lifted his little son to his seat. The child fooked sur-
prised. drew a breath of relief, and asked.

*“Why, am | going back with you?"’

Of course you are; why not?”’

| thought when they took little boys to the cemetery they left
them there’", said the child.

Many a man does not show the heroism in the face of death
that this child evinced in what to him had evidently been a
summons to leave the worid.

John Erickson is giving serious thought to starting a school library,

There was an interesting short article in the December 1890 Gazette
which had caught his eye. A New Zealand teacher was describing how
he had set up a cheap schoo! library.

My plan is exceedingly simple. | take into the room a few attractive
books, and telt the boys that they are my contribution to their library.
The class-teacher usually adds a few more, and the boys are then told
that anyone wishing to become a member has only to lend a book to
the library. This book must first be brought to me for approval. If | think
it will do 1 initial it, and the boy then takes it to the teacher. | need not
say that no books are accepted unless | feel sure that they are such as
boys will read.

In a large schoal like the Normal 1 find it convenient to have three
distinct libraries — one for the Third Standard, one for the Fourth, and
one for the Fifth and Sixth combined. In this way the sympathies of all
the class-teachers are enlisted; the labor of changing the books and
keeping the records is lightened by subdivision; and the boys lend their
books mare freely when they know that no one but their own class-
feliows will have the privilege of taking them out. As the boys go
through the standards their books go with them. The main library
therefore, at the top of the school, receives a large accession of books
every year, while at the same time a fresh iibrary is founded in the
Third Standard. Thus a healthy circulation is kept up, and the library
never becomes stale. So much is this the case that boys frequently go
on taking books out for years after they .eave.

In order that you may be able to see the kind of book we get, and
the scale on which we are able to work, | send you the catalogues of the

12
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respective libraries. You will notice that there are over 300 volumes in
the main library, over 100 in the Fourth Standard, and 30 in the Third
Standard. The total number of boys on the roll is about 360.

It may occur to you that, as the books are only lent, there must be
a steady drain as the boys leave. In practice, however, we lose very
few books in this way; the boys nearly always lz2ave them on the
shelves.

It will be plain, | think, that a library formed on this plan is easily
and cheaply startad, and is seli-supporting. It is the teacher’s own fault
if there is any lumber on the shelves. He has only to exercise reasonable
care to ensure that the large majority of the books shall be ‘effectives’.
in this way only can a school library be popular.

The plan has been adepted with uniform success at the East
Christchurch, at the West Christchurch, and the Papanui Schools, and
1 see no reason why it should not be found useful in the country as well
as in the towns.

William Wilson

“Normal School. Christchurch, April 29th, 1890.”

That evening John Erickson again goes over the Gazette notice of
July 1890 on the Regulations affecting the Course of Instruction and
the Examination of Schools. He is given fairly explicit instructions.
The aim of the teacher. say the Regulations, should be to secure
intelligent and expressive reading in all classes. Pupils should be
made to understand what they read, and then to read in such a way as
to show that the meaning has been grasped. To achieve this end.
explanation. illustration and pattern reading must be frequent.

Simultaneous reading, if judiciously used, will be found very valu-
able. The teacher should first read the passage with correct inflexion
and emphasis, and then cause the pupils to repeat it after him. if he
finds that they cannot give the proper emphasis and modulation with
their books before them it will be well to make the attempt with their
books closed. Every effort must be made to prevent the children from
falling into @ monotonous and sing-song style.

Special attention is called to the arrangement by which extra marks
are allowed for good expression and an intelligent knowledge of the
subject matter. After reading a lesson the pupils should be required to
give the substance of it in their own words (with the assistance of
questions from the teacher if necessary), care being taken to see that
complete sentences are always used. This plan affords good training in
language. In order to see that separate words are properly understood,
the children should be practised in forming them into fresh sentences
rather than in giving Synonyms.

It should not be considered that the teacher's work is completed, if
his pupils can read correctly the words of the textbook which happens
to be specified for the class. His aim should be to develop a love of
reading as far as possible. With this end in view, it is suggested that
some time might be devoted to reading aloud interesting stories,
accounts of travel, or the like, the readers being selected from the best
scholars. Probably such reading might be given with advantage during
the lessons in needlework.

13
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b study in Nodh Adalade O B Jung composes his annual
report to the Miunister in charge ot Education. It 1s late sfternoon in
December and it has been a hot day Me looks back over the notes
he has made of :nnumerabie schou! examinations. snd compiles his
statistics

‘1 think | he writes atter judiciously examining his pen, "that
teachers in gereral commit tae errar of not reading to the children
first and then asking them to imitate the siample they have set.
Recitation f it were ruwe practised than s present, would have a
good efect on the reading Thus it remains a matter of regret that so
many teachers shou!d rest satisfied with teaching the mere utterance
of words without comgeeisnsion of the idear they express.

Then the statist.cs

%y Passed “a Faited
Cilass ! 30 12 €9 88
Class it 48 63 5137
Class bl 53 52 46 483
Class 1V &2 67 3773

Froey which we gather that Mr_ spectoe De. Emil € Jung is a bit of
a huly terror

in another study nspector Nesle composes his report. He s
greatly excaed ove e Lok and Say  — phonics controversy.
"Read-ng | he writes, T must iways be the relativety wesk subect of
ary public schaol system for obv.ous reasons, but it is now sbundantly
Cledr that the introduton of the Chiidren's Howr has comsidersbly
ra:sed the standards of the upper classes.

A jove of reading for 3 Cwn sake s Showf N s many places,
2 The resell s seen @ the (Cwrage srd plessure with which pre-
VHoSTY nseen preves sre altemmpted A few years 290 teachers would
MHErpnss 1o prevent testimy by lesson nct yet read M the lower
ciasses the phonic method nf teaohesg reading is  scoomplishing
™3rve’'s when imteitigertly aproied | greatly regret 10 find in the smal
ety ot schools et okl 1ashamed plans ate s continueed snd
the sounds or powers of the lerters anly taught just 3t the end of the
PRA IO SEC S 3 PEST N the™ gt The armull examyinagt.on,

Those teachers whe 12ke Pa:»s 1D see that every chibkd Lvows every
sonrd testdy 1o the value of the method W.rh this knowledge (which
can be given 10 the yourgest im 3 few weeks), a chiid cam esplore for
karge F and reach astor ghemg e®cmecy. Yet a few teachers will grimd
1 look and Say . ot sering THat vhen ore lesson s masteced the
Pt 18 but ble s atle to @ the maat ndsed the experisment of
Lok a~d Say  proceeds pretsy much on the assumplion thet Linte
s teem begrme 3 For b g teceg pypry weerd of the regy bpgsson 23 Me

f
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¢ wth the first it s easy 1) teach a chid the wxact sound of a letter
as of a ward Teach 40 + 50 words and the pup! is stitl helpisss:
teach the same number of sounds thoroughly and most young
children’s books ate easily read Teachers have given me instances of
children be:ng able 1o read the First Primer within a few weeks of
starting the letters and | am persunally acguainted with instances of
#uent reading of the Second Primer wrth sia cr seven weeks tuition.
Beyond all doubt the methad is sciontif o andd «t s greatly to be
regretiad that even a fewn teachers should be blindsd by prejudice on
this guestion.’
Plus ca change p'us € et 18 meme chase
The more things (Fgrge The more they are ths same

ol T8 e v of Giove cars along the same

We gy now wairh oo
reade whioh lnspect 4 Joang icitest over in s pony trap but the cate-
Gutres ahade The fundamental (o erns are the same In the matter of

reidirvy e can cdertty now  a@s then

® 1re mettadoing es empioyed by teachern

® the k:nd; of readmn matena’s used

® (re ks of traanr g that teacters haee 5nd the degree of their

professrongl freedom armd status

® the evaliation of reading progress

Cacm it Lo 83y that wh ‘e .n many ¢! Car schocis that perspeca-
Corgs genteman Dr £rsd Jurng  would feel gqute al home in the
rating e d he wmel he awaere ofa tamendous moresse i
SoprsLi{aton

Em o surw be wouid feel 3y e @ heote wo h ceran reading series.

Can the man tam the tar van s of the camp wemart.s order 23 the

et g dad @ P on the log

Do tatk of relevance . regd ng woud rteest o | suspect that
vme ¢f he reasons fu bog orterest n the O Jren s Howr was that &
spoke of thangs from the fmyrimmert of the (S idoen

e as an Inspeotor of Schon's wooht e taren atack | suspect
ty the ctatus z=d se!’ confiemre ~F teaote e He would not be used o
peopte arguirg wth R guestoeng g udgement.  proposing
alermgtive Suiagt ws to probilear s e powhd Mot be wsed to teachers
a.tual ¢ knowmg more than Fe abiout rradng. avd the South Aes-
tra a~ Reading Disve opment Ceontre wrald £ Fom with aeng rement.

| sav mome ¢’ this to pohe Fum 31 2 previous age We arm ol
grocacts of what hes gore bef s The chidren s Litergture movernent
wogkd please him and | kmoaw ouwr schon! s aries would redece him te
an mecherence of deight The cotous the sire of primt. the Rinds of
srorres woukd b for o am occasior for appiause The advances n
tre techeckagy of pricteg eth CCegr chestrsss  phatography  amd
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excellent iltustravon wou'd similarly meet winh  his unqualified
approval.

Our methods of teaching reading would fascinate hum. In some
instances he might even be fascinated by an absence of method, and
one can picture him thundering in his annuat report to the Minister
that in some schools. teachers have wantoniy and unadvisedly sacri-
ficed their infiuence to a paltry box of tricks designated a reading
laboritory " He as well as the Bullock Cummittee. would recognize
that the teacher is the most impertant varable.

! suspect that he wou'!d be bemused. but professionaliy fascinased,
by the analysis of the reading process and the proliferation of reading
schemes. But few inmuvations are truly orignal What we have gained,
I think 18 a deta:‘ed knowledge of what is involved in reading. We
know & great deal more about the conditions under which it flourishes
best And | am sure that children now are reading more widely, with
greater linterest and with greater grasp than those Edithburgh children
whom inspector Jung interrogated in the 1890's.

So while the categories abide. the detailed knowledge has
wereased Our concerns are the same but our recognititen of the
complexity nf readirmg has clarifed

For instance we know that relevance in reading material is more
than writing stu® at a chiid s tevel it is hinked to social class as well.
Thus whie for some childien the aseptic aproned mother with two
children. 3 white cllar tather. a green lawn a car and 8 house in a
nrce subierh s recognizable and acceptable. for the sium kid, or the
aboriginal kid it 18 @ fareign courtry You may as well be reading
about the Jones family on the backside of the moon. Perhaps the
Times Educational Supp'erent Ras sa'd the last ward on this

My name s Wayne

My narme 15 Son.a

My mother 13 a (leaner 0 a prsh Pogse

Two ds | ve there

They are (alicd Jaret and John

They are a8 right par of drips

They are 2'mays ook ng up at @v og 2mes shosut-ng

“lock, mygmmmy

We thimk they are rogngd the two st

They have a dog cailed Scot

We have 2 dog calted Tiger

Trger ate Scot,

Jsohn sa:d  Naughty doggy

| thurmped Jobm -
Sora stugoed Jare: 1 )
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Their mother did ber nut.

My mother fetched her a rips swipe.

Janet said, “Loock John, Mummy is in the tree. Look. John™".
Mothar got the boot.

Mother now works in the boozer.

She brings free samples from work

Similarty, we are more aware of the subtie ways in which attitudes
can be developed through reading materials. Dr, Jung would want io
use this. and school texts glorifying unashamedly the great Pax
Britannica were produced i.e. the Royal Readers. Britain did rule the
world, South Australia was one of its colonies — those were facts.
Matters were very much black and white. We are less sure. We talk
uncertainly about options for different life styles, about discrimina-
tion. We are concerned. and rightly s0 in my view. about racial
discrimination and sex role bias in reading materials.

We are more concerned. | think, about children being skilled in
reading. We cannct lightly discuss failure and we have done mors
than Mr. Jung would dream possible to help those in difficulty. We
talk about a “right to read 83 almaost a basic human right. We are very
sensitive to criticism about our failure to teach reading snd are
uncertain about standards.

Reading has a future as well as a past. Perheps we ought to think
of widening the concept. Mcluhan telis us that the age of print is
dead. We have new symbols to interpret. new emotions to desl with.
What are the methodolegies for reading television, for cracking the
advertising code? The world of pop radio. of sutomation, of shmul-
tanecius Wimbiedons requires new shills if we are to interpret the
symbeis meaningfully end with power.

Rt tavs with US. Let ma finish with an affirmation. which s
aiso an -, Prince Modupe wrote of his sncounter with the written
word in s West African days:
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THE BULLOCK REPORT AND ITS 2
IMPLICATIONS

Donaid Moyle

The Buliock Report, for those of you who have not seen it. has
690 pages. it weighs 212 pounds. costs in Britain €5, but we're going
to ciharge you more for it.

Everybody has s problem. The Builock Report, of COourse, arose
from a probiem. Everybody says we have a reading problem. it would
seem to me that we wouldn't have any newspapers f there weren't
any problems sbout. Gephart (1970) writes:

Many statements have been made which assert (9at our society has

a reading problem. These assertions nave been made with sufficient

authority and frequency that they have heen accepted as fact. A reading

problem exists. What i3 the desirabie level of reading competence to be
achieved by the individual in our society? And even more besically, what
level of reeding competence is necessary to function in our cufture?

Neither of these Questons has been answered on an empirical of a

log:ical Dasis.

And certainly, when one looks at the problem. that, in Britain
resuited i this Report. it does seem that we are faced with something
that s quits immense.

We start off from the basis that 50 per cent of ‘he worid's populs-
tion cannot read at atl. Most of this 50 per cent have, in fact. never
had the coportumity, and although the percentage has gone down, the
total numbers who cannct read in the world, because of the population
explosion. continue to grow. If one looks at the British reading
problem. the aspect that reaily concemns us. is the suggestion that
between 1348 and 1972, we produced 3.7 per cent of children who at
fifteen yesrs of age had not reached the old UNESCO standard for
literacy — given as the attainment of the average nine year old.

However, as | indicated, we have all sorts of problems. One of our
b%gwubimsatthommﬂtisfmce,w”hanbeenbormm
at the rate of five per cent per month for the last two years, A good
deal of this money ha< come from Ssudi Arabia. 92 per cent of whase
res:dents are illiterate. | suggest against the background of such
information. that there is really no cause for panic in the developed
countries of the world.

The Report itself srose from the nationa! press complaining
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bitterly about the failure of our school system when Start and Waells
(1972) reported the resuits of the 70/71 survay. Margaret Thatcher,
the then Secretary of State for Education. decided that in order to
prevent wasting Government expenditure on Icts of large programmes.
she would make a lesser involvement and have a Committee examine
it for a period of time. It was perhaps rather wise of her, because there
were all sorts of solutions poured out in the press; peop!e began to
panic and look for bigger and better materials in order to improve
reading. A careful consideration of what we needed to do seemed
rather important. So 21 peopie started out (two dropped by the way-
side en route). meeting for one day every fortnight, and did this for
over two vears. The Report was finished. in actual fact. on 27th July.
174, It was supposed to have been published on 15t April, 1974, and
{ had planned a conference in July. lasting a week. to examine it. We
had to change our minds. and produce a companion voluma titled
Reading: What of the Future? {1975). which compares lots of ideas
and reaches lots of similar conclusions to the Bullock Report.

3ut tet us examine the 1970/71 survey and what the Butlock
feport says about it, because it is essential that we start from the
same point {n examining this report. | obviously cannot cover the
whale of the information that has bsen absolutely crammed into 609
pages. However, looking at the question of standards. it is really very
interesting, because a!l the nationa! dailies in Britain looked at the
figures which Start and Wells produced and came to the conclusion
that there had been a fantastic decline in British reading standards. It
was blamed on all sorts of things. mainly of course, progressive
education. When eventuasily the panel went to survey the schools, and
they visited some of what they feit were progressive schools. they
really could not find any reason why this message should have got
abroad. In very few schools did they find that there was an inattention
to reading and other basic skills. Further, the suggestion that the
progressive movement had caused a decline in standards seemed to
be contradicted by the fact that the movement certainly had not
gathered enough momentum to produce the present adult difficulties
and the difficulties among the fifteen year olds.

However. looking at the actual figures we find that the onty point
at which the decline is significant is the one group of eleven year olds
on one of the two tests used. Even then the decline is only significant
at the five per cent level. The fifteen year oids, as far as the figures
suggest. were at the same level as fifteen year olds were eight years
earlier; In other words, they had on average, roughly the same
attainment. On one of the tests, the eleven ywar olds, wers also
standing still, but on the other test they atpeared to have regressed,
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on average four months a child.

Now one has to think about this survey. because Start and Wells
were very, very careful to point out such things as the number of
schools who were selected to take part and refused, so that the
sampling procedure began to collapse. They aiso turned their attention
to the actual tests themselves and found in the Watts Vernon Test
words which they described as ‘antique’. This is very interesting. as |
think one needs to look at the assessing of figures in the light of this
particular test. It is a test which lasts ten mirutes, yet which attempts
to cover the range of attainment from the five year oid to about the
average level of the sixteen to seventeen year old. It has thirty five
items and suggests that a child who was highly intelligent and
creative would, in seven of the questions, find a better answer than
the examiner was going to mark right, However, what one must say
about these tests, although they tell something, they do not tell us
very much. They are no real guide as to how far we are succeeding
to produce effective readers, because, if you test two children on our
existing tests and find that they both are average nine year olds. you
will find they vary considerably in their ability to complete anv real-
life reading task.

The sort of thing that tha Bullock Report requests we look at in the
future in regard to testing, is first, that we test by observation of
sl 'y to complete real-life reading tasks, and second. that we look
mu.:h more closely at understanding. because very often sentence
cornpletion tests test little more than literal comprehension. This
latter is not the sort of comprehension which is going to be of great
value towards the creation of effective readers. But there are all sorts
of ways of adding to this testing of quality.

One of them of course is the measure of the frequency of reading
among the adult population. You may be quite staggered that in the
American Adult Functional Reading Study, Murphy (1973) suggested
that the average American reads for 30 minutes every day. When you
take out those whose reading is almost non-existent, the average
American who is capable of reading. reads for two hours every day.
in 1957 for the first time in Britain a survey suggested that 50 per
cent of our population read at least one book for pleasure in the pre-
vious year: and this may not seem very high but it has been climbing
steadily over the years. It is not significant. of course; the other 50
per cent may be reading all sorts of othe: -hings, but the book was
thought of as a good indieator of those prople who were likely to be
eflective readers. It is rather interesting o note. that although only
50 per cent reported they had read a book. in fact. the average British
adult in that year, according to our Library Association and book-
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sellers’ figures, read thirty books that year. So somebody did more
than his sharel

The Bullock Committee suggested that there was no evidence of
falling standards. They looked, not anly at the Start and Wells survey,
but at all the other sarveys that had been conducted in Britain over
the years since the Second World War. Remember this conclusion
was reached by twenty-one experts working together, spending over
two years studying all the evidence, looking at all the schools, weigh-
ing up everything that was going on. Rather intriguingly, the Editor of
the Daily Telegraph was able to state, immediately after the Report
was published “But of cours2, there is plenty of evidence that
standards have deciined’".

At the same time the Committee commented that there was no
reason for smugness at all; for all sorts of reasons progress must be
made. and our reading standards are not really good enough. One
reason, of course. is that we are having too many failures in the
system. A second reason is that we were not producing enough
children who had a love of literature and good attitudes towards
reading, who are able to make reading a useful part of their life. But
one of the most interesting points is the suggestion that the demands
of society with regard to literacy are constantly increasing.

In a survey of British newspapers in 1948, it was found that the °
Daily Mirror was the simplest to read, On average, it had a readability
age leve! of nine years. The writer replicated this research (Moyle.
1372).

At the same time, the leader page in the Daily Mirror had an
average reading level of twelve years eight months. The main news
section had an average reading level of twelve years five months, the
sports page an average reading level of thirteen years nine months
and the women’s page an average reading level of eleven years six
months.

Wherever you go in our society ai ihe present time, there is really
no doubt that there are more extensive demands on reading in every
day life that there have ever been before. A new, not only a higher,
tevel of ability, but aiso a newer insight is necessary if we are to
preserve our individuality.

There is no doybt at all that to preserve our individuality. to
extend our own ability 10 think, to consider and make the judgements
that face us every day, we are more and more dependent on our
ability to examine critically, and process against our own thinking and
experience, that material which comes to us through print. If we
depend on the other media, however modern they seem tc be getting
and more controllable than they used to be, we are still very much in
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danger of finding that we are moulded to someone else’s view of what
we should be.

Of course, too many of our readers are ineffective. We notice this
particularly at the study level but it is apparent at all sorts of levels.
One of the most interesting examples of research suggesting that
many people were ineffective readers was the Adult Functional Read-
Ing Study conducted in the United States. From this study it is quite
amazing how many women's cakes become sad because women do
not read the recipe correctly, not just because they haven't the fingers
or the ert in producing a cake. In the American Army as well, to
remain with the cooking altegory, the only branch where they obtained
one hundred per cent accuracy in reading instruction (in other words.
the readability of most of the instructions produced was too high for
most of the people in that work force) was the cooks’. We now know
that because of reading ability the American Army marches on its
beliy!

Because of these and many other demands now made by society,
the first m-=ior change from the British point of view must be a change
of policy. The Bullock Report insists that every school staff and
schools which feed each other across the age ranges, get together and
work out a co-ordinated policy for language and reading. Because of
the demand for freedom and individuality among British teachers,
syllabuses and schemes of work have tended to disappear. Of course,
they were usually imposed in the past by authority of a head teacher.
Now in many schools we have no pattern and the Report demands
that we should find one, and that the schoo! staff should be respon-
sible for working it out together. The Report gives many guidelines
and much practical help in this area and there is no reason why that
should not go ahead with a little bit of enthusiasm on the part of
school staffs. Unfortunately, the Report lost some of its impact for
the Secretary of State in his foreword to it said that for the time
being the recommendations of the Committee which needed additional
resources would have to await implementation until such time as the
economy improved.

The Bullock Report suggests a number of areas which require
policy decisions. The first area is the development of language. The
Bullock Report suggests that language itself is being neglected and
that without attending to language we shall not get the results we want
in reading, either. And so it looks at the two together but language
particularly first of all. In relation to this particular section, it suggests
that there is no room for forma! language teaching but a fot of room
for drawing out of the experiences of children, of their writing, of the
books that they read. a good deal of the knowledge of words and the
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way in which words are given meanings by the context in which they
occur.

There is no doubt that linguistic understanding needs attention in
order for reading to come alive. For example, | have discovered that
there are very few seven year olds who can fully comprehend a sen-
tence which has a pronoun in it, the referent of which falls In another
sentence, At the secondary level the probiem is extremely interesting.
because obviously there is a reading task which in S0me@ Sense is
specific to the subject.

In Britain there is a tremendous demand tor scientists and we are
just not producing them. So we need to look at this. 1 am Quite sure
that for many children it might not be a lack of jnterest in sclence, or
a lack of ability in science but the fact that science teachers have
insisted that experiments have to be written up in the passive voice
and eleven year olds do not. as a rule, use the passive voice in con-
versation, nor do most of them understand it, If passive voice is going
to be used, then teachers must teach them how to use it.

Another interesting exampole arises from work | did on readapility
{Moyle. 1970). I discovered that in the Griffin geries Book Five was
more difficult than Book Six. And yet there arg more new words in
Book Six than there are in Book Five; the vocabulary itself is not
particularly more difficult and. anyway. YOU Canpot do much aboyt it
because the twelve books form twelve chapters of one story. From
this finding, then. came the suggestion that it was the ook of the
book, the description of the storm, the figurative language being used,
that caused difficulty. In order to get children to read the book, what
you needed to do to overcome their difficulty, was not lots of practice
on vocabulary, reading games and apparatus, put to discuss storms
and the language used to describe them. The Bullock Report acknow-
ledges this point and stresses the importance of discussion in extend-
ing children’s understanding of what they have read.

Recently | have been deing discussion Work with stories in serial
form and found many things out about children which 1 would
probably never have discovered by listening to them read Jr setting
comprehension questions, One story was quite clearly set in a jungle.
The group of five children in trying to establigsh what was going to
happen. realised they needed to find out where this little adventure
was taking place. It was quite strange. In the story there was a 'she’
tied to a stake by the neck. which suggested to one child that i1 was
a German Concentration Camp. Two of the children, howevar. decided
that it was taking place at sea. They couid bring no Siipportive
evidence. All the evidence seemed to be a3ainst them, but eventually
one boy read out with considerable clarity the §act that she’ who was
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tied to the stake was ‘suffering from agonising waves of pain’.

The Report says that reading must be developmental and there-
fore has implications for all teachers. It suggests first of all that we
need to support parents so that the pre-school period is effective In
developing attitudes and abilities for language work. It suggests too,
that the best way of obtaining continuing interest and help from
parents js to bring them into the classroom and use their expertise in
various ways. It suggests that the English teacher in the secondary
school should instruct his colleagues from other subject areas and
work out the reading task in their subject together with them. so that
the children may have reading help alongside the content work.

Secondary colleagues are not always convinced that there is a
reading task at that level. However, research in the United States,
which looked at undergraduates at Harvard. found that eighty three
per cent of them were very poor at being able to go to a library, having
got a purpose in mind, and some information they wanted to get hold
of. and find that information quickly (Perry, 1959). Their library and
reference skills were rather poor and their ability to survey a journal
or a book was really quite low. Keith Gardner in Britain found that
tremendous numbers of university students at Nottingham read as
much as four items more than they needed to read in order to fulfil a
given purpose. There has been a tendency cver the years, because of
the way reading has been taught, to make the adult inflexible in his
reading strategy. Very often he has little idea of how to vary his pace,
his reading set and reading strategy in terms of his purpose and the
media he is using.

How is this situation going to change? How is it going to be im-
proved? The Bullock Committee placed great weight on the fact that
reading should be changed from a consideration of a set of skills,
which they feel has held back its progress. and in its place purpose
and meaning should be interposed. It requests all teachers that they
never put a child through a situation where he is asked to do some-
thing simply because it improves his reading. There must always be
another outcome in terms of enjoyment or in terms of purposes fuf-
filled. Gardner (1968) suggested that all too often reading teaching
merely produced *‘more statistically respectable non-readers’”.

Over the years various controversies about materials and methods
have tended to destroy the wholeness and the beauty of the act. But
the look-say/phonic controversy has done something even worse —
it has drawn the attention of teachers and readers away from mean-
ing and has suggested to them that reading is about processing words.
Reading is not about words, reading is about the interaction of two
people with different experiences, varying ideas. thinking processes
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and emotions. Unless there is that interaction and reaction going on,
the reading that is done is hardly worthwhile. When it is not present
you produce children, who, in fact, very often can read but don’t.
This is not to say, incidentally, in case anybody misquotes me, that
the skills do not need teaching. But they are taught as part of the
meaning involvement. The plea is for a greater basis of purpose and
range of media in the classroom situation.

The Report says that one of the things a reading teacher must do
is to engender a love of books: it also says we use them too much In
our earlier years of schooling. This might be one of the reasons why
various researchers over the years have shown that children at the
early primary stage are reading several books and then. as they go on
through schoo! fiife, the number read gradually decreases. The second
thing is that. if we only usa one sort of media, we have not prepared
the child for life at the adult stage. We have not put reading in the
realistic situation from the point of view of children at this point of
time. so that they can make use of it and enjoy it. We need to ensure
that the children have the opp:rtunity to meet all types of human
purposes. This will solve the second problem and we will find that we
also get the full range of media. So when your adult comes to that
crucial stage where he has got to fight the tax people, he will be able
to read the information and fill in the form correctly.

The Report looks at the whole mcthods and materials question,
and acknowledges that there must be a sequence of learning within
the reading process. It also states quite ciearly that it can find no
evidence anywhere that there is a saquence of skill learning which is
set by the task itself. | would suggest that if you are giving children
phonic help. you do not use a phonic programme. If you do, the
possibility is that the children will forget the sounds they have learned
because they are probably not using them in other parts of their
reading work. Rather, phonics should be taught in relation to the
words that the children are using at any given moment in time. The
whole idea of structure should be seen in terms of children’s needs in
relation to tasks they undertake. The importance of this is seen not
merely in the question of how much sequance and structure we must
have but it is seen equally well in the whole question of transfer of
learning. We can teach skills that the children do not know how to
apply and we have really got to get to grips with realism in order that
transfer can take place.

One very large part of the Report with which | must conclude is
that which _deals with teacher training and here we have some very
interesting information. It is a report for teachers and it is full of
practical advice. It is valuable not only for the student of reading but
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also for the classroom teacher. There are many practical examples
which can be followed up. Because it is a teachers’ report and because
the report is committed to teachers, then it asks quite a lot of teacher
education.

First of all it suggests that all teachers should have a course in
Language in Education. It suggests also that this course should be not
less than one hundred hours and, preferably one hundred and fifty
hours. 1 take issue with the Report on this point because | believe
many College courses already contain more hours than this when
everything that they are doing is totalled.

Some of the headings of tihe types of content suggested in the
specimen syllabuses for pre-service training which the Report includes
are listed below:

The historical introduction of language change and stability, a
sketch of linguistic theory, with psychological and sociological links.
Communication in the context of positive and effective development,
covering the goals, the social and psychological factors, the style and
dialect of speech. The communicative event, the strategies and tactics
In accomplishing communication goals. How to organize information
and assess and select procedures. The skills, structures and substance
of language, the form of language, the function of language, the area
of self-development, the skills and strategies, developmental analysis
and evaluation, learning to use verbal skills, interdependence of
resources and skills, the development of contept formation, organisa-
tion of language and reading in the curriculum. The varieties of media
for learning, all the area of reading and all the area of speech. The
evaluation of learning media, the use of language across all areas of
the curriculum, the teaching of the individual child, the assessment,
the creativity, the planning, of activities and the treatment of
problems. The development of the language curriculum, the evaluation
of teaching materials and procedures in use and the development of
resources.

The Report suggests that every school should have a resource
person as a language specialist, not a mere reading specialist. “ut a
language specialist. It makes a clear statement that this person would
not spend the majority of his time in a withdrawal situation helping
children or groups of children with language or reading problems,
although this might be a small part of his task. It sees the language
specialist irv-a® advisory or support role to the classroom teachers. It
Is committed to the integration of learning and therefore feels that the
withdrawal system, although successful in some ways, is less effective
for the child than having a full range of activities in the classroom.
In the secondary school, the resource or specialist teacher would be
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supporting the various subject areas in order to ensure that in each
subject. those elements which are necessary to process the language
and thinking in that subject area are taught. The Report suggests that
such advisory teachers after their pre-service training and after a
period of experience will need to have further training of only some
thirty hours duration. | suggest that there are very few colleagues
who could respect that amount of training as creating someone with
special expertise across such a wide area. And | suggest that in order
to become a specialist of this sort a year's full time training Is
necessary.

However, the Report goes on to suggest that these people them-
selves should be supported by specialist advisory teachers who would
be responsible for a group of schools. The specialist advisory teachers
would be more narrow in the specialism. in that there would be one
for remedial reading work. one for English as a second language, and
one for the teaching of English in secondary school. The whole team
should be under the guidance and supervision, within a local authority
of a senior adviser for English. The use of the term English turns me
off right away. because in England English means English literature
and | foresee that such positions would be filled by people whose
backgrounds are just that. And although | acknowledge that some of
my academic colleagues in English do have a wide view in the use of
language and communication. at the same time there are many others
in schools. not least the teacher of young ciildren. who have an
equally wide view and understanding of language needs. Further, |
feel that the title limits the recruitment of the type of people we will
want. When you get to the senior inspector level, the Bullock Report
says they can have a year’s training.

The Committee did not think they were going to get any money
so they tried to reduce the amount of training needed to what was
possibie at that moment in time. If you think of producing a reading
specialist for every school in Britain, some 80.000 of them, there is
going to be great difficulty in finding people who could run courses
to train them. We have a great problem on our hands and this is where
the Repert's further suggestion that there should be a Centre for
Language in Education in Britain has. in fact. the seeds of a way in
which we could do this and a lot of other things besides. A Centre
for Language in Education could provide all sorts of courses. but in
providing the sorts of courses to support the Bullock ideas. it wou'd
be a very long tima before we could Produce sufficient specialists.
What we need is the production of background materials so that tutor
involvement is minimal. In the last few years in Britain the Open
University’s Reading Development Course. which is only equivalent
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of a hatf-term fu}! time course {approximately seven weeks full time),
has now been taken by 10,000 teachers. | would suggest a marriage
of an extended Cpen University Course with tutorial services provided
by Centres for Language in Education such as we have established at
Edge Hill College. Such Centres would gather together all people
with expertise in the areas as a team.

A3 1 g2 round, not oruy Engiand, but the rest of the world, k&
seems that there is a sapping of confidence among many teachers:
that newspapers have done education a dis-service in conveying the
idea that successes in schools are the products of good middie class
backgrounds and that failures are the products of teachers.

Teachers and society in general stili lock for a method or set of
materiais which will provide a panacea for the curing of all eur ilis.
We shall not find it. The Bullock Report sees the teacher as tne agent
of success.

! must warn you, however. that when 2 child fails, 3 shall yn-
doubtedly blame the teacher but when the child succeeds | shail praise
his teacher. Teaching is a difficult task: it is done not by books, not by
materials, not even by inspiring reports such as A Language for Life.
bui by the fact that teachers interact with and help children.
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THE IDENTIFICATION OF READING 3
DIFFICULTIES

John Elkins

The problem of late identification of reading difficulties has been
highlighted in recent years. If we ook at the most extreme example,
adult illiteracy, it seems as if many of the emotional and adjustment
difficulties faced by adult poor readers might well have been cue to
the unsatisfactory nature of their school experience even more than
to the problems they face in aduit life. indeed, we can say with some
confidence that unti! recent years, we have identified reading difficul-
ties too late and permitted failure to be a continuing experience for
many.

How Early Can We Identify Reading Difficulties?

Before attempting an answer to this question, | want to cauiion
against the idea that an efficient system of early identification relieves
teachers of the responsibility of watching {or signs that students are
experiencing difficulty in using reading for 2ny purpose. This zaution
applies at ail leveis — upper primary. secondary and tertiary. There
are continuing responsibilities for identification of difficulties through-
out education at all levels, and these responsibililies rest upon the
whoie teaching commun.ty, not just the specialists in language.

Next, it must be remembered that identification is only the begin-
ning. We need to consider not only how to identify that s difficulty
exists, but also how the identification should lead towards ameliora-
tive action.

It is also necessary to distinguish early identification from pre-
diction. There are some very real problems associated with predicting
reading difficuities. At the present stage. it may be a fruitiess. or
worse, & harmiul procedure to engage in prediction of reading diffi-
culties {Keogh and Becker, 1973, Adeiman and Feshbach, 1971}, The
rationale which underlies the seleciion of many of the observations
and tests used in pgredicting reading difficulties is derived from the
assumption that these problems have their roots in the child's early
development, and that these antecedent behaviours can be translated
empirically into identifiable criteria (Shipe and Miezitis, 1962). It
is e3sy to conclude that preschool developmental delays and anoma-
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lies are causes of later school failure, and many screening instruments
have been develeped which incorporate measures of atypical pre-
school development, for example, The Frostig Developmental Test of
Visual Perception {Frostig, Lefever and Whintlesey, 1961). Such
approaches and instruments have been much criticized in recent years
{Mann, 1971).

There is an important counter argument for early identification of
strengths in what Keogh and Becker {1973) ca!l a ‘focus on compe-
tence’. This approach has the advantage that an emphasis on early
success may help minimize later school failure. If we must predict,
let us predict success. not failure.

instead of a predictive mode. let us adopt a ‘real-time” mode, 10
use the jargon of the computes scientist. If we are going to do this.
we must find children when they experience problems — on the very
daywhemmeyhaveaparﬁcularprobieminleamhntoread-mis
means the issue of early identification is not a major one in which a
characteristic pattern determines that the child will experience con-
tinuing difficulties with all aspects of reading. Rather, in each
indivicual reading activity, there is the possibility that some child will
experience some difficulty. By ‘real-time’ operation | mean that each
teacher will endeavour to icentify which child is having a particular
difficulty with a particular task at a particu'ar time. in my opinion the
ability to operate in the above way is one characteristic which dis-
tinguishes good from bad teaching. If this is so. then there is good
reason for ensuring th:. experienced teachers are placed with the
early classes. since such teaching sxills are rarely present in young
teachers. Nonetheless, | believe that there are systematic ways of
improving 8 teacher’s skills in early and immediate identification of

difficulties.

How Ezriy Can Identification Be Achieved?

There is a real lesson to be learned from the New Zealand
experience where much emphasis is placed upon sensitive early
identification and intervention. In particular, Professor Marie Clay has
developed procedures based on individual longitudinal observation
of children learning to read (Clay. 1972a). She suggests that the first
aspect that must be looked at is the child’s reading behaviour in
relation to a book which is seen as appropriate to his current stage
{usually the book he is working on at 2 particular time). Suggestions
are made about observing the child’s oral reading. making a runnin(j
record of his reading. noting exactly what the child does in a one-to-
one situation. it may be preferable to record the ora‘ reading to permit
reanalysis. An analysis is then made based on the child’'s self-
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correction behaviour; a characteristic which has been identified as
being most significant in identifying those chiidren who are mastering
reading and those who are experiencing difficulties. 1 might add. in
this respect. that some very interesting research is being dona in New
Zealand by Ted Glynn (Glynn and McNaughton. 1975). He has found
that special class children, who are very poor readers and have 1.Q's
in the range 50-70, have made marked improvements in reading
through systematic teaching, directed not at word knowledge, vocabu-
lary, or phenics, but at the highest cognitive level of performance.
that is, self-correction behaviour. it seems to me that we ought not
assume that the level of intelligence is very significant in this study.
Clay (1972b.c) has also developed a scheme for the early detection
of reading difficuities which may be used routinely in the first year at
school. It covers the following aspects of early reading:
Accuracy on Book Reading
Running records
Errors
Seif-Correction
Directional Movement
Letter identification
Concepts About Print
Front of book
Print telis the story
What is a letter, word. first letter
Function of the space
Punctuation
word Knowiedge (based on Ready to Read series)
VWWriting Vocabulary

The test booklet SAND provides a variety of situations in which
the teacher may read to the child and see the ext-at to which the child
understands the ccncepts above. In this way she can distinguish
between children who are using alternative strategies in order to
appear to do what the teacher wan:s them to do. rather than using
strategies which will lead them on to growth in reading.

Clay's work has been based on some two years of direct class-
room observation of children, with very carefu!l follow up studies. it
is a practical system which has been tested by large numbers of
experienced infant teachers in New Zealand.

identification Ot Difficuities At Higher Achievement Levels
| want now to move 1o a more advanced level in the identification
of reading difficulties, based on the work cf Kenneth Goodman (196:8)
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and his associates {Goodman and Burke. 1972). Whereas most of
Marie Clay’s work has been with early reading. Goodman has been
more concermned with reading at later stages. Yetta Goodman and
Carolyn Burke have developed a relatively straight forward procedure
for analysing children’s oraj reading behaviour. A selection of material
is given to a child to read and this is noted very carefully for all
departures from the expected responses. Tape recording helps to
increase the accuracy of the anatysis. Categories used for the analysis

are:
diaject grammatical acceptabi’ity
intonation semantic acceptability
graphic simiiarity meaning change
sound similarity comprehension
grammatica! function grammatical relationships
correction

The sort of anlysis that is used here demands that in a systematic
manner, perhaps once every several months. each child has his oral
reading behaviour studied in detail by the teacher. In this way, the
teacher is able to focus upon aspects that are characteristic of that
child’'s reading behaviour. For example, is the child beginning to use
symtax, is the child bound by grapho-phonic relationships and so on?
Again we have the possibility of identifying. not a child with a disa-
bility. but the sorts of difficulties that the child experiences in using
the full range of strategies which are possible as he or she reads.
Each chiid is worth studying. | have seen some childre::, whose per-
formance on standardized reading tests was in the top ten per cent,
for whom the strategies of reading were quite inadequate. One girl at
third grade level could translate text to sound with remarkable
accuracy and speed but had no other use of cues. She was unable to
predict the message using syntax or meaning and ! beliewe that in
time sha was likely to find reading difficuit.

None of us can become competent readers until we are able in use
the grammar and meaning in text, until we are able to relats our
reading to our own experience, until, in fact, we have an interaciion
with the text sO {nat reading is another way of experiencing fife.

Can Standardized Tests Be Used?

! do not suggest that we abandon standardized tests. | think that
almost any standardized reading test can be used diagnostically by
teachers who want that sort of information, but | believe thet they can
never substitute for systematic surveying of the kind described earlicr.

In this connexion, | want to comment on the recommendations of
the Bullock Fegort. in particuiar, the idea of a system of monitoring
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progress in reading. It seems to me that the problem with this recom-
mendation is that we can never get a sufficient breadth of measure-
ment from standardized tests. The Bullock Report (A Language for
Life, 1975) regards monijtoring of reading standards in a very
restricted sense. We need to take the definition of monitoring used
in the Bullock Report and expand its meaning. so that we develop
ways of systematically examining what goes on in our classrooms. As
teachers we must accept the responsibility fnr accountability. We have
been content to let children slip through. year after year, with
inadequate reading. often for the reason that we simply do not
identify difficulties as they occur.

Can We Identify Silent Reading Ditficulties?

So far 1 have considered early reading and the development of
good oral reading behaviours. The next problem which should con-
cern us is silent reading. | believe that silent reading ought to be
taught and emphasized-earlier in the school experience. We can easily
over-emphasize oral reading behaviours to the detriment of the
development of silent reading behaviours. But the problem is, how
do we know what children do when they read silently? If it is difficult
to know what they are doing when we give them a book and they
recite sounds to us. how difficult is it then to know what they are
doing if we ask them to read silently?

Although there are few clear cut answers here, two areas in which
| have been involved recently have been very encouraging. With Mrs,
Pat Gunn. § have been looking at ways of identifying what children
do in silent reading using variations on the Cloze procedure. Cloze
procedure is simply a situation in which we delete words from text
and ask children to fill in the blanks. We have been trying to interpret
the incorrect responses which children make.

For example, on the GAP Reading Comprehension Test (MclLeod.
1967), children are faced with the following item.

**By her bed thera was a little table to put a book or a toy . . .

The need to cope with a lengthy surface stiucture is exemplified
weil in this case, and many children who respond with “‘bear” or
“doll’* show they have been influenced by immediate context only.

Analysis of the responses to the St. Lucia Reacing Comprehension
Tests (Elkins and Andrews. 1974) has generated a number of interest-
ing patterns which are indicative of processing strategies. | want to
suggest that if tests like the GAP are simply used to obtain reading
ages or standardized scores, little is gained over using any other
reading tests which are known to be of low diagnostic value. The
possibilities for diagnosis on tests like the GAP are imimense. if

-
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teachers are sensitive to each child’s responses. much can be learned
about what the child does while reading silently.
Among the more interesting responses are difficulties with pro-
nouns. For example, in the sentence. ‘I ran to my Mother and told
‘. children will tend to write ““Mother” in the blank space.
It is clear that the children have been able to ‘read’ all the words up
to the space. The difference between the reading strategy when the
child writes ““Mother”’ and when the child writes “her”, is in the way
the child’s implicit knowledge of language structures affects his
prediction of future text. This is especially true of those structures
which occur in written text which are not necessarily the same as
apply in oral language. We have found that at an early stage, children
are very disinclined to use pronouns. and sometimes the language
they produce in Cloze type activities is very awkward and clumsy in
styie. If we assume that the materials that children are going to read
will be like ‘I ran to my Mother and told her’ rather than ° | ran to my
Mother and told Mother’, then we should endeavour to promote silent
reading strategies which result in appropriate predictions. We need
to go beyond the notion of whether or not a child has been able to
‘read” in any low level sense. and need to develop criteria for
appropriateness of Cloze responses. It is not impossible for the
teacher to wear a number of hats when using tests. Thus standardized
tests may be used in the prescribed way, and while diagnostic uses
are exploited to the full, other exciting possibilities for identification
of children’s difficulties relate to introspection into children’s thinking
about reading. Increasingly over the years, | have become convinced
of the similarity that exists between good mathematics teaching and
good teaching of reading. They are both characterized by teaching
children to think. I each we try to see in children’s errors glimmers
of the ways in which they have thought to produce the errors.

ldentification Through Diagnostic Teaching

We need to find ways. while actually teaching, of identifying
difficulties which children have. My most recent experience has been
in relation to Cloze type exercises which are given to children, and in
which we look for signs that the children are having difficulties. By
incorporating clear goals intc each exercise we are then able to see
whether the child can master each component. Am.ong the examples
which have been tried are continuous stories with nouns, verbs or
adjectives deleted, and exercises which identify whether the child can
deduce the deep structure and thus the meaning of complex syntax.

A. The gir} (asked) the boy where to go.

{told) 3 3

36



O

ERIC

Aruitoxt provided by Eic:

What did the girl say?
She said, ~"—
B. He painted the box that was blue.
He painted the
blue box
blue paint
box blue
paint blue

By incorporating these exercises into discussion among the
teacher and the children we can ensure that the children explore the
various relationships among words in sentence structures. Indeed.
the things that should be going on in good teaching of reading can be
used with Cloze exercises. One advantage is that the children make
written responses to the text which we may analyse to help us plan
tha next stage of reading instruction for each child.

As another example. consider an exercise in which a content word
blank could not be determined by the child until he had read to the
end of the paragraph. If this occurred in a test. one might feel a little
unhappy. but in an exercise done in class. it had a clear purpose i.e.
to show children that at times we need to read on in order to give
meaning to unfamiliar content words. One of the things we face in
silent reading is that as we read, we graduaily develop a set of
characteristics which become the meaning of the unknown word. This
axercise was designed to show children there is a strategy which can
be used.

Summary

! have chosen to discuss the early identification of children’s
reading difficulties as an ongoing process not confired simply to the
early years. The emphasis in the word ’early’ is upon the recognition
of a particular difficulty as soon as possible after it has occurred.
Suggestions are made for identifying problems during the first year,
based largely on the work of Marie Clay. Then Goodman’s sensitive
analysis of oral reading miscues is suggested as a procedure which
could be incorporated into a sensitive monitoring procedure over the
years in which oral reading proficiency develops. A third aspect con-
cerns silent reading and suggestions are made concerning diagnostic
clues which could be obtained from Cloze procedure tests and exer-
cises. By adopting a model of mastery learniing as proposed by Carroll
(1963) we are encouraged to view the identification of reading
difficulties as formative evaluation (Bloom. Hastings and Madaus.
1971). It is my sincere hope that teachers can be encouraged and
assisted to monitor their own classroom practices and the learning of
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their students to the end tiat difficulties are identified promptly and
instruction modified appropriately.

REFERENCES

A Language for Life. 1975. London: H.M.S.0.

Adelman, H. S. and Fesnbach. S. 1971. Predicting reading faiture:
beyond the readiness model. Exceptional Children. 37, pp. 349-
354.

Bloom, B. S., Hastings, J. T. and Madaus, G. F. 1971. Handbook on
formative and summative evaluation of student learning. New
York: McGraw-Hill.

Carroll, J. 1963. A mode! of school learning. Teachers College
Record. 64, pp. 723-733.

Clay, M. M. 1972a. Reading: the patterning of complex behaviour.
Auckland: Heinemann Educational.

Clay. M. M. 1972b. A diagnostic survey. Aucklard: Heinemann
Educational.

Clay, M. M. 1972c. Sand: Concepts about Print. Aucklan?: Heinemann
Educational.

Eikins, J. and Andrews. R. J. 1974. The St. Lucia Reading Compre-
hension Test. Brisbane: Teaching and Testing Resources.

Frostig, M., Lefever. W. and Whittlesey. J. R. B. 1966. Developmental
Test of Visual Pe-ception. Palo Alto: Consulting Psychologists
Press.

Glynn. E. L. and McNaughton, S. S. 1975. Trust your own observa-
tions: criterion referenced assessment of reading progress. Siow
Learning Child. 22. pp. 91-108.

Goodman. K. S. 1969. Analysis of oral reading miscues: applied
psycholinguistics. Reading Research Quarterly. 5, pp. 9-30.

Goodman, Y. M. and Burke. C. L. 1972, Reading Miscue Inventory.
New York: Macmilian.

Keogh. B. K. and Becker, L. D. 1973. Early detection of learning
problems: questions, cautions and guidelines. Exceptional
Children. 40, pp. 5-11.

Mcleod. J. 1967. GAP Reading Comprehension Test. Melbourne:
Heinemann.

Mann. L. 1971. Psychometric phrenology and the new faculty
psychology: the case against ability assessment and training.
Journal of Special Education. 5, pp. 3-14.

Shipe, D. and Miezitis, S. 1969. A pilot study in the diagnosis and
remediation of special learning disabilities in pre-school children.
Journal of Learning Disabilit’es. 2, pp. 572-592.

38

35



O

ERIC

Aruitoxt provided by Eic:

THE READING PROCESS: SOME 4
LIMITATIONS ON READING AND LEARNING
TO READ

Ross O. M. Latham

in this paper an attempt is made to establish three basic points
with regard to the act of reading. First. reading does not involve
decoding writing or print to sound or speech. Second. the importance
of the visual system in reading is thoroughly over-rated. Third, there
are severe limitations in the way the brain functions that can make
reading almost impossible if the reader attempts to make excessive
use of the visual system (Smith, 1972, 1974 .. In addition, the rele-
vance of these basic points to the classroom will be examined and
the fundamental dilemma of the teacher will be outlined.

Receptive Language Processing

The function of language is communication. Thus. it has two
aspects — production and perception. On the output. or production
side, language may be spoken or written. On the input, or recaption
side, it may be heard or read. This paper is concerned with the
perception of language. It is aimed at an explication of some
fundamental aspects of the comprehension of written language
(Latham. 1973). Thus. for the purposes of this presentation reading
is defined as the communication of the meaning of an author with a
reader by means of the printed page (Kolers. 1968). Reading. there-
fore. is viewed as an information-processing activity in as much as
the printed form of language has information encoded in it that is
available to those who know how to decode that form of language.

Print Represents Meaning Not Sound

The first point to be made is that the information encoded by print
is meaning rather than sound. Thus. reading involves decoding to
meaning not decoding to sound. In the early stages of acquiring skill
in reading it may very well be that meaning-getting is mediated by
means of sound production. But ‘noise’ is not the end-product of the
reading act. It can only be used as an “assist’ for the reader in his
early attempts to identify meaning and even then it is absolutely

ph
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crucial that the learner be ‘let into the secret’ that reading, right from
the beginning. is for the purpose of identifying meaning.

We are confused by the sentence, **The buoy tolled hymn that he
must knot bee scene bear inn hour rheum.”” The confusion stems not
from the fact that the words do not represent the correct sounds, but
rather, from the fact that they convey the incorrect meanings. In
reading. meaning is not obtained by the reader’s monitoring of the
sounds he makes. In fact., in order to produce sounds that will be
meaningful for another listener, the reader must first of alf correctly
fdentify the meaning tu ensure his employment of appropriate
intonational patterns.

An issue has to be made of the so-called decoding aspect (i.e.,
decoding to sound in the Chall, 1967. sense) of reading because of
the number of people involved in producing reading programmes who
apparently believe that child could never learn to recognize a
word unless he could use phonic rules to unlock its sound. The
staggering findings of Berdiansky, Cronnell and Koehler (1969),
that 211 phoneme-grapheme correspondences are required to account
for the pronunciation of 6.000 one- and two-syllable words in the
spoken language vocabulary of six ta nine year old children, would
seem to be evidence enough that teaching phonic rules to children is,
indeed. an exercise in futility. The fact that Berdiansky et al. divided
their 211 correspondences into 166 rules and 45 exceptions should
have been enough to daunt anybody at the prospect of attempting to
teach beginning readers the so-called ‘rules’ before learning to read.
Unfortunately. the researchers themselves could not see the ludicrous
implications, for teaching, of their interesting findings and they are
now teaching thousands of primary school children in California the
rules they claim to have established. This unhappy situation has
resulted from the researchers’ consideration of only one aspect of
the reading process or. rather more correctly, some of the characteris-
tics of the English writing system (Smith, 1972).

The foregoing should not be construed as an assertion that a
large store of phonic knowledge is not required for successful early
reading. On the contrary, it is strongly believed that phonic knowledge
is crucial when the early steps are being made. What is being asserted,
however, is that teaching phonics is not teaching reading. Children
must be taught: “"No meaning. no reading’’ {(Jacobs, 1971).

Reading is an Active Process

As long ago as 1908, it was proposed that reading is not a passive
process (Huey, 1908). In summarizing the extant research, Huey
concluded that much of the information on the page can be omitted
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or merely sampled in a minimal way because much of it is redundant
and because readers know about this redundancy — at least tacitly
or implicitly. Reading, therefore, can be thought of as an active pro-
cess to which the reader makes a most significant contribution. The
information the reader picks up off the page is not complete until he
supplements it with information he already possesses. Reading is not
a faithful transmission to the brain of what is on the page {Huey,
1908). The critical question concerns the information that readers
do use in their attempts to identify the meaning in written language.

Visual and Non-Visual Information

From the foregoing it can be appreciated that two quite different
information sources are employed in the reading act. One source of
information is the author or printer who provides the printed ‘‘squig-
gles”” on the page. This information can usefully be termed “visual”’
information (Smith, 1971, 1972, 1973, 1974). Tre other source of
information is the reader himself. To be successful the reader must
make a most significant contribution of his own. This second type of
information can be desciibed as ‘“‘non-visual” information {Smith,
1971, 1972. 1973, 1974).

Visual Information

At least at a superficial level, it is clear that the reader is con-
fronted with a visual input comprised of letters, words, lines of print,
and paragraphs of text set apart from each other. It is also obvious
that letters and words possess a distinctiveness which assists in their
identification. Recent research {Gibson, 1970} has suggested that
attributes of letters such as horizontal lines, vertical lines, oblique
lines, open curves, closed curves, ascending lines, descending lines,
and so on, have the potential to become the distinctive visual features
by means of which letters, and probably, words are identified. The
difficulty with distinctive features is that different features comprise
the criterial set for various occurrences of the same specific letter
and this is largely a function of the immediate graphemic environment
in which it is found and the sentence context in which words occur.
Thus. in the sentence, ~“The boy was riding his horse,”” almost none
of the distinctive features of h o r s e, considered in isolation,
would become visual input for the reader. The competling nature of
the prior context is such that the reader only has to satisfy himself
that the object being ridden was not a bicycle, donkey, mule, or car,
etc. This decision can be made on a minimum of visual input. Com-
pare this, however, with the nature of the task when the reader is
required to identify, in isolation, house and then horse. In this example

41

38



O

ERIC

Aruitoxt provided by Eic:

the distinctive visual features of the letters. and especially the r and
the v, become paramount.

It is not the purpose of this paper to provide an exhaustive
examination of distinctive visual feature research and the importance
of visual features in learning to read. The topic has been quite
thoroughly examined in such sources as Samuels (1971), Neisser
{1967). Lindsay and Norman (1972), as well as Gibson in the paper
already cited.

Non-Visual Information

In spite of what has been stated above with regard to the criterial
attributes of letters and words, the main purpose of this paper is to
demonstrate that feading is not primarily a visual activity (Kolers
1968a, 1968b, Smith 1971, 1972, 1973, 1974). Reading is not a
one-sided activity with the author supplying all the information or
knowledge. The reader will not have the message delivered to him if
he looks at the words on the page in the right order and with sufficient
concentration. It is conceded that, indeed, the reader must have his
eyes open in order to read. If he is sitting in the dark, then he must
turn the light on in order to read. If he has a severe impairment of
vision, ‘then he must use whatever corrective lenses have been
prescribed for him.

Keeping the visual system operating, howsever, is not sufficient.
Suppose, for example, the written text is in a language totally
unknown to the potential reader. No amount of carefu! visual proces-
sing will permit the ‘reader’ to apprehend the meaning that has been
encoded in that foreign fanguage. Thus, knowledge of language is
crucial non-visual information that the reader must bring to the read-
ing act himself. Again. very little identification of meaning (compre-
hension) will take place if the subject matter of what is being read is
completely removed from the experience of the reader. An article on
multi-variate analysis in statistics reads very much like a foreign
language to the person who has no prior knowledge of statistical
techniques. A life-on-the-farm story carries only minimal meaning for
an inner-city Sydney child. The pseudo-adventures of the ubiquitous
Fluff and Nip mean little to the aborigina! child whose introduction to
the white man’s civilization has only recently occurred at the Warbur-
ton Mission.

Obviously, a good deal of stored knowledge. both language and
experimental, is required if any piece of written discourse is to be
read so that everything the author takes for granted can be supplied
by the reader from his store of non-visual knowledge.

The distinction between visual and non-visual information is a
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very important one because of the interesting relationship that exists
between them (Smith 1971, 1972, 1973, 1974). This relationship
can be described as reciprocal. Readers can ‘trade-off’ the one for the
other. In this way, the more non-visual information a reader can pro-
vide the less visual information he will require. Conversely, the tess
non-visual information a reader can supply, the more visual informa-
tion he will have to obtain from the printed page. As will be seen, this
reciprocz! relationship has extremely important implications for
begirning readers and those accomplished readers who are con-
fronted with quite unfamiliar text .

Non-visua! information is seen as being comprised of three com-
ponents. These are, letter-sequence or grapho-phonic information,
syntactic information. and semantic information, all three organized
and integrated according to a conceptual framework (Goodman,
1970).

Grapho-phonic information. One important source of information
used by the accomplished reader is his implicit knowledge of
phonemic patterns, i.e., the letter-sequences that are permitted in the
English orthographic system. For example, although they possess it
as tacit knowledge, all accomplished readers of English know that
the set of permissable initial consonant clusters is extremely small.
There are those consonants that go with / as in bl, cl, fl, gl etc.
those that go with r as in br, cr, fr, gr, etc., those that begin with 5 as
in sc, sk, sl, sm, sn, sp, etc., and a few others like, dw, tw, and qu.
Such readers also realize that the vowel and diphthong variations
represent a quite small set. For example, the main lax vowels are
i, e, a, o, u, and a matrix of the chief tense vowels can easily be
constructed:

i+ e ie y igh

e + e ea ee Y ey
a+ e ai ay eigh

o+ e oa ow oe

u + e ui ue ew oo

Other useful sets of phonemic patterns that readers seem to know
are: oi/oy and ow/ou; ar; er, ir, ur, or, ear (all sounding as in worm):
and, or, au, aw, augh, ough, a(li), a(lk), and so on. The interesting
point is the constrained nature of letter-sequence information. It is
a very small body of knowledge. Frequently, teachers erroneously give
children the notion that they can’t read because they do not have
enough phonic knowledge and so they proceed to teach them this
information, ad nauseum, and to the total exclusion of all the ether
far more useful strategies that readers can be taught to use.

Syntactic information. This term is used to describe the inter-
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nalized knowledge of the structure of sentences snd discourses that
the vast ma;ority of children bring to school with them. It is the type
of knowledge that permits them 1o ge.erate and comprebend
sentences making use of three or four basic sentence patterns, &g,
NVN, NV, NVNN, and N linking VN or Adv. or Adj. it is the know-
ledge that permits the accomplished reader to read the selection
below and answer the guestions that follow it.

The Martup (Goodman, 1970)

A mariup was posing his kump. Parr "y a narg horped some whev
in his kump. “Why did vump horp whew in my frinkle kump?” the
mariup putd the narg Er'm muvvily trungy. the narg grupped. " “r
reshed vump norpled whev in your kump Do vump pove your kump
frinkle?”

1. What did the narg horp in the mariup's kump?

What did the mariup juf the narg?

3  Was the narg trungy?

4. How do you think the mariup might pove his kump ?

Semantc information. Because of the infinite nature of semantic
nformation it is almost impossible to characteriza it in any format
way Pertaps it is sufficient 1o state that the semantic information
possessed by any individua! is the sum total of a'l h:s first hand and
vICATICWS eaperiences

Conceptua! framewcer. The ghove thres informationst TOMPO-
nents are orgarnized within the cognitive structure of a reador accord-
g e SoMme Conceptudl framewok I is proposed that such a frame-
work involves the eustence cf categores possessed of identifying
criterial gitnibutes &nd of (wles by means of which the relationships
between them are Contratled (Semith, 1971)

The Interaction of Syntactic and Semantic Components

in spoken language. the |isiamer employs a percoptus! strategy
based wpon hgher level ynits than the single word If he did mot do
s the comprehens.on of spohen 1angudge wowhd be amost oy
sbie 11 i sxtigmely hely that strings of socken words are orpanifed
Ly the L.stener wmtg Colwsive grouns

" Spulen language. 11T (stemer 18 sssisted in this organization by
the patterm ¢t productor empleyed by the spesker The spemker pro-
vdeS SigMA'S wiITR heUp e Listerer 1o Group or chulk smiprepriate
words  These signars are oonveyed by warigtions in ionetion -
press pitch umctere, s L a3 gesturat £33 i the comtaat of
£ 74BN RAOWIRTge mwtaa. 1 sDeakel amd sterer Naturaily the

N
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motivation for this organization of output Is to erhance the potential
for the comprehension of input,

When the language input is via the visual modality, the reader
nesds to structure or organize that input tfor himself, in order to
associate an acceptable meaning with it In this case. however, many
of the structuring signals, normally contributed by the speaker sre
sbsent. Clearly then, the reader bas less cdata ‘o assist him in achiev-
ing comprehension than does the listener. This data. missing from
input. must be supplied from the reader's store of ron-visual
information

1t is proposed that one basic strategy in the comprehension of
written discourse is the synthesizing of woras into groups The
creation of these units enhances the reader’s potential for identifying
meaning (Latham, 1973

Canstraints in the visual and memory systems. Ore reason for
this synthesizing stzategy is the manner in which it tends to offset,
first, constraints in the processing capacity of the visual information
processing system, and. second, it assists in overcoming the severe
tottleneck imposed by short term memory on the processing of
ncoming visual information. Short term memory is capable of simul-
tanecusly holding and processing only four or five separate entities.
This applies whether such entities are seporate letters, individual
words. of chunks of meaning (syntacto-semantic un.ts) conprised of
several words each. Thus, the reader. by providing non-visual informa-
tion in the form of syntactic and semantic.-experimentat knowledge, for
the purpose of the mearingful grouping of individual words, renders
written language comprehension dependent on fewer decision-making
events (Smith, 1971, 1973} Fewer perceptusi-cognitive decisions
emean ths potentisii for @ more rapid rate 8t which the human brain
assimilares writtem-language-transmitted message. (Latham, 1973).

Viewed in this way, comprahending connected strings of written
waords inveives 8 succession of decision-making postoonements moti-
vated by the quality of the available ror-visusl intsrmalion of the
resdet . Decisions sre suppressed until the word elements ir. the visual
array csn be synthesired into a cohesive ontity. This cobesion is
provided by the interaction of syrmtactic and samantic information
possessed by the reader, and jointly interscting with situational end
experiential inflyences provided by both the writer snd the reader.

Simmgltanecus Synthesis. An essential espect of the langusge pro-
ceszing strategy proposes here is that it depends upon the simul-
taneous considerstion of seversl words As 3 result of this simul-
wneous {ocussing of sttention upon mare thar one word, mesningful
unizs are created by symthesis hased on syrtactic, semanrtic. and ether
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considerations (Luria. 1966a. 1966b).

An additional proposal is that the identification of verbal concepts
and their synthesis into language segments proceed at the same tima.
This dual activity is a form of the parallel processing outlined by
Neisser (1967). Decisions about segments are made as the result of
the simultaneous consideration of one or more words which perform
syntactic o lexical functions or both (Luria, 1966a. 1966b).

This synthesizing does no: stop with the formation of meaningful
segments. Rather, it is a hierarchical process by means of which lower
level units are synthesized into higher level units. With the help of
this process of repeated synthesis the meanings are reconstituted.
The motivation for the formation of these higher level units is the
establishment of the functional relationships in sentences, that is.
the selection of coherent word groups and the identification of their
function in the sentences as subject. verb, object, or modifier, etc..
and the recognition of the semantic information that is encodad by
such grammatical functions.

Thus, it is claimed that an important component in the under-
standing of written sentences is an appreciation of the information
conveyed by grammatical entities and the functional relationships
that obtain between them. It is further claimed that this apprehersion
of functionai relationships is also dependent upon a form of .imul-
taneous synthesis (Luria. 1966a. 19€6b). That is, the simultaneous
synthesis stems from the simultaneous considerstion of the gram-
matical entities thst are able. potentiaily, to be interrelated. The
ability to perceive this potential for synthesis is under the control
of the syntactic ana semantic non-visual information possessed by the
reader.

:ntormation-Processing Bottlenecks

The fact that there is 8 ‘trade—off’ between v.sual snd non-visual
information is quite Critical because there s a limit to the rate et
which the human brain can ceal with incoming visual information.
This limitation is often overlooked because we tend to think of the
eyes as the organs of ‘seeing’ znd that we see’ everything that is
betore our vyes. Actgally, the eves are the organs of ‘looking’. It is
their ob to transmit messages hack to the brain which does the actua!
‘'seeing’. That ‘s. ‘he brain has the job of making the perceptuzt
decisions ab.out what we see (Smith, 1972) The crucial point is that
there is 8 limut to hnw fast and how much visual information can he
handied by the brain The data relevart to this point have been care-
fulty ¢ (-mined and documented oisewhere (ses: Smith amd Holmes,
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Limitations of the Visual System
it is impossible from a single fixation to identify more then four

or five different entities (Smith and Holmes. 1971). It is possible that
more visual information may be available to the eyes. but four or five
identifications are as much as the brain can manage from a single
fixation. If a reader is permitted just cne glance at a requence of
random letters, Me will be able to identify no more than four or five of
them and it will take a considerable time for him to identify them —
something approaching ore second. It is not necessary for the reader
to be looking at the letters for the full time it takes him to identify
them. A glimpse, lasting less than one twentieth of a second. is more
than sufficient {ime for the eyes to pick up all the information that the
brain can process in about one second. This is an important point
because it explains why any attempt to speed up the three or four
fixations that a chiid or an adult can maks avery second is normally a
pointless endeavour since there is a limit to the information with
which the human brain can cope.

This does not mean that readers are constrained to a reading speed
of four or five letters a second. If the sequence of letters to be
glimpsed by the reader is organized into a series of unrelated words,
then he is able to identify about two words or approximately twice
as many letters as he could from the random presentation. The eye
of the reader is doing exactly the same amount of work. The difference
lies in the fact that the brain can now make a significant contribution
of the information it already possesses {non-visual. letter-sequence
information).

The brain is capable of effecting even more significant economies
\n its use of the information that the eycs can pick up with one fixa-
tion. If the words the reader is permitted to glimpse are organ‘zed
into & meaningful sentence. he will be able to identify about four
words or up to approximately 20-30 letters. Again, the eyes are not
picking up more information. The fact of the matter is that the brain
can now make an ~ven maore significant contribution of syntacto-
semantic noa-visual Iinformation. it is capable of making a well-
informed Quess on the basis of what it already knows and the
letter-sequence and svntactic redundancy of the language interacting
with the semantic stream being generated.

When a reader is unabile to make 2 significant coniributicn of non-
visual information of the letter-sequence and syntacto-semantic varie-
ties he is aficted with tunnel-vision. This ir the phenomenon that
hinders the beginning reader, or the mature reader confronted with a
text in an unknown language, or in an ares of knowiledge completely
rew to him (Mackworth., 1965).
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Limitations of the Memory System
The problem of attempting to get too much information through

the visual system s not the oniy one that can afflict the reader. There
' another cognitive bottleneck that must be taken into account. It is
that of memory {(Norman, 1969). The capacity of short term memory
is extremely small. !f seriation is a significant factor, then the limita-
tion, as with the visual system, is about four or five items. The
Important point is that these four or five entities do not need to be
four or five letters, or four or five words. They can be tour or five
ideas or chunks of meaning. in fact, if meaning identification is to
occur, the most efficient use of short term memory must be made by
processing chunks of meaning. Again. the propensity to do this is a
function of the non-visual knowledge already possessed by the reader.

There is also a seve;e limitation on the procsssing sipeed of long
term memory. The rate at which new information can be put into long
term memory is very siow and limitec when compared with the more
volatiie short term memory. From three to five seconds are required
to put one item of information into long term memory and this holds
whether the item of information is a letter, a word, an entire chunk
of meaning, or a discreet idea.

The consequences of these limitations of shett and long term
memory and of tunnel vision are critical in reading and learning to
resd. They may be examined in detail in the work of Smith {1971,
1973). Ome consequence is that it is probably extremaly difficult to
read with comprehension at a speed much slower than 200 words per
minute (Smith, 1972). Fluent and efective taading rejuires the con-
stant generation of hypotheses about r-eaniry, in advance, with these
hypotheses being tested and modified on the hasis of a8 minimum of
visual information. This means that readers must be encouraged to
makse ‘inteiligent guesses’ rather than attempt to analyse every bit of
visual information that is on the page and try to strain it through the
constraineri sigves of memory {Smith, 1972).

implications for the Teaching of Reading

In this limited space it is possible *o make only two gerieral state-
ments regarding the implications of the foregoing tor the teaching of
reacding. First, because we still know so litile about how children learn
to read. it is futile to be dogmatic about tha efficacy of sany method of
teaching reading. That teaching method A was employed and some,
or even ail, children learnt to read does not entitle anybody to assert
a causal connection between method A and the fact that children did
iearn to read. What has been establisned, over and over again, is that
children lesrn to read by reading. Given the first point, that children
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learn to read by reading, the second followa from it. Reading should
be made as sasy #s possible for children. Resding Instruction ahouid
not be made a veritable obs*acle course that obstructs children in their
attempts to come 10 grips with the task of identifying the meaning
potentisl in written language. Children should be confronted with an
absalute minimum of coding dritls and word identification exercises.
Especially. they shouid be spared the futility of having to deal with
words in [solation. When children are presented with words in
sentences, the sentences must be ‘loaded’ with interest and meaning
because mcaning provides both the clues and the feed-back for the
non-visual process of prediction that reading basically is. Children
when they are corrected in their resding attempts, should be corrected
on the basis of the quality of their meaning-getting rather than on the
basis of individual words. Word-perfect reading aloud Is not only
unnecessary, it ls something that very few eccomplished, adult
readers are able to schieve.

The Reading Teacher's Problem

The reading teacher has been led to believe thst somewhere a
magic method for the teaching of reading exists if only he could find
the person who could impart the gecret to him. The teacher is
frequently criticized for a number of insdequacies and he Is led to
believe that he could improve his perlormance if only he could
become familiar with up-to-date tectiniques and take advantagy of
modern materials and technology. The entire education of the tescher
from teachers college through the constant barrage of advicse, opinion,
and commercial importuning, has convinced him that by following
procedures isid down by some ‘exyert’ he will become a better
teacher. This is unfortunate because the single and essentlal pre-
requisite to the implementation cf any method of teaching reading Is
an understanding by the teacher. of the reading process and the
learning to read process. Children and teachers both need an oppor-
tunity to learn what is going on when they artempt to read.

Conclusion

it is through enlightenment that children learn best and it is
through enlightenment that teachers teach best, by understanding the
resding process. “ignorance about the reading procsss is by far the
greatest linitation on resding and leaming to read” (Smith, 1972).
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VARIABLES IN THE READING PROCESS 5
P. Donald Giffen

What is Reading?

If | were to ask sach person attending this confe:ance for his or
her own definition of resding, | am certain there would be as many
definitions as there are peopls present. However, from thess defini-
tions would emerge two distinct poles of emphasis which we might
labs! the decoding pole and the semantic reconstruction pole. Two
definitions of reading quoted by Latham (1968) which capture this
polarization are:

Reading invoives nothing more than the corrslation of a sound
4 image with its corresponding visual imege. (Bloomfleld, 1081)
an
Reading is the art of reconstructing from the printed page, the

writer's ideas, feslings, moods, and sensory impressions. (Artley, 1081)

The truth of the matter, however. ia that few people {except for
8 handful of fanatics) would fall completely into one camp or the
other. in fact. most of us would belisve that reading involves some
form of decoding print in order to achieve & writer's mesning. in
other words, working out sound-letter correspondsnces would seem
to be at best only a half-way point. and some wil! question whsther
there is any step involving decoding to sound at ali.

Goodman (1968) and Smith (1971) see no necessity for mature
resders to go through such sn intermediary step in moving from print
to mesning: and their writings support the idea that the quicker a
child does sway with decoding processes and begins to superimpose
his own langusge competancs upon a minima! flux of visual informa-
tion obtained from the printed page in order 13 obtain en epproxirra-
tion of correct mesning. the better & reacer he will be.

For psycholinguists. reading is seen es a guessing game, but
certainly not as a haphatard one. From the reader’s language com-
petence comes knowledge of syntax and word order, of redundancy,
and of semantic festures of words which make their occurrence
possible or not possible in certain locations. Thus in the contsxt of
ideas dealt with, in a selection being read. a reader will be able to get
maaning (or read) using only enough information from the printed
page to do one or more of the following:
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1. confirm a word already predicted in the reader’s mind:

2. select a word from a list of possibilities whose semantic

features fit the syntactic and contexual frame; and/or

3. construct a hypothetical sound representation of an unfamiliar

word in order to scan aural vocabulary for correspondences
which might give semantic information.

1t would seem as though better, more mature readers do a great
deal of numbers one and two — predicting and selecting from {imited
possibilities — and much less of three — painstakingly decoding to
sound. This seems confirmed by the very speed at which mature
readers can read. Poor or beginning readers., however, are much less
capable of performing such acts of prediction., confirmation and
selection. This lack of ability is partly due to their lesser syntactic
fluency and their much smaller vocabulary or stock of semantic
notions.

A further fact which seems crucial is that beginning readers, while
often fairly fluent in oral language, simply have not had experience
with the three processes above which | have suggested constitute the
proccess of reading. at least at the literal level.

To say that reading is marely a process of working out sound-
letter correspondence would seem to be a great oversimplification.
But to say that we do not decode at all is also false. We must feed
sufficient visual information into the brain to confirm predictions.
select the appropriate choice, or stimulate the scan of aural vocabu-
lary, a process which might involve scanning only structural parts of
words as a first step. However, we cannot get any real meaning from
the marks on the page. Meaning is only in the head of the reader. and
is not simply a product of an additive process of the semantic notions
of the words used in a sentence. Language competence. both recep-
tive and productive, involves tha capacity to use an almest infinite
number of factors such as situation. mood. tone, phrasing, syntactic
organization and so forth in order to create meaning or semantics.

Many linguists bolieve that the capacity for such competence is a
part of being human. It certainly seems present across language
boundaries, as people speaking all languages seem to develop pre-
cisely the same abilities: linguistic experience. a process of building
up a semantic store of considerable scope, will give this capacity
substance. Note that we must not equate the process of building up
linguistic experience with learning vocabulary lists. Words do not take
on meaning in isolation, and often take on only very limited meaning
in sentence contexts. Usually. a situational context is required to give
a term genuine meaning. Thus we find that older children, who have
simply lived more, (even though their scores on standardized reading
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tests are exactly the same as younger children), seem more linguisti-
cally sophisticated In the sense of getting depth of meaning. It is
capacity plus experience which constitute a child’s language com-
petence at any one time. Thus a child's reading ability — his ability
to recreate meaning from the printed page — Is a product of his
inherent capacity for language and his linguistic experience to date.

This is not t= say that we cannot understand sentences which are
not already in our experience. Nor, as Chomsky (1965) points out,
does it mean that there is a finite limit to our ability to produce sen-
tences, a limit which Is, again, imposed by experience. What is meant
by the above is that in producing sentences, we can express the
meaning of our choice through combinations of situational or con-
textual factors and a wide range of possible syntactic and vocabulary
choices. But we will never use a totally new word, nor will we
deliberately choose a new or unusual syntactic structure. (Often the
creator of a double entendre is the last person to realize what the
joke isi)

In reading. a receptive act, we will often encounter new words
and somewhat unfamiliar structures. if search procedures fail to pro-
duce meaning. we seem %o create some sort of semantic place-holder
tor the unknown item. This place-holder is not null, but is an
educated guess as to meaning based upon situation and context, and
possibly upon some structura! features of words appearing in the
novel structure or in the new work. As we continue to read, we will
tend to either confirm or deny our guess; and if the latter is the case,
we may go back and try again. A repeated experience with a similar
Construction or word in @ new context will bring about a similar pro-
cess, but with less doubt as to the accuracy of our guess. Thus while
we can usually read an unfamiliar word or construction, as Chomsky
suggests, the process of giving meaning to a new item is not absolute,
and always has some element of approximation. Indeed, bacause of
the very nature of language, which incorporates functional and
semantic shifts, this process of semantic approximation (which is
subject to confirmation from context) is always present to some
degree, even when dealing with familiar items or constructions.

in the light of the above, reading can be seen as being in the
words of Goodman (1967). a highly sophisticated psycholinguistic
guessing game. However, it is far from being a process of blind
groping for meaning in a semantic grab-bag. A psycholinguistic defini-
tion might be as follows:

Reading is a process in which a reader uses m'nimal visual informa-
tion to attribute mearing to printed material, ~uch meaning being a
product of the reader’s semantic store of notions, his syntactic fluency,

55

o1



Q

ERIC

Aruitoxt provided by Eic:

the context of the printed display, and the features of that display
attended to.
In normal circumstances, we would regard reading as being 3

form of communication between writer and reader. with the degree of
correlation between messages sent and recelved being dependent
upon the commonality of experlences of the sender and recelver with
relationship to the words and structures of the written passage. Con-
sequently, reading almost never results in exact communication of a
message, simply because of the different worlds of experience which
the writer and the reader bring to the situation.

While | have taken some time to discuss the nature of reading.
| cannot help but feel that such a discussion is%ssential to the follow-
irg examination of varlablaes in the reading procéss, because of the
shift In emphasis which resuits from the preceding definition. If read-
ing is 8 meaning-getting process, and not just a process of decoding.
and if it is the reader who makes meaning under the influence of
printed visual stimuli, then our attention must first be directed toward
the reader, and also toward the ways in which he develops his
meaning-making repertoire. The most important variable In the reading
process must be the reader himself.

Variables In Reading
The reader’s physiological condition is the first variable we shall
consider in looking at the reader. A person who Is ill, or under-

—_nourished, or overtired is not going to show much interest or motiva-

tion for reading. Bui beyond such general factors, the two key physio-
logical factors bearing upon reading are vision and hearing. While
many teachers and parents realize that visual problems will make
reading ¢ &'t or impossible, thay do not seem aware of the
problems v &' ¢ L% o7 hearing can create. Often a lnss of hearing
can effect oniy wu v vithin a certain pitch. if this lnss is in the range
whers norma! speech occurs, the child will be deprived of a great
deal of linguistic experiencve, and this cannot heip but ba a limiting
factor. Estimates are that between five and ten per cemt of children
will suffer some degree of hearing loss sufficient to cause some such
deprivation (Harris, 1970). The vast majority of school students never
have their hearing accurately checked using an audiometer.

The number of chlidren who will suffer sufficient visual difficulties
to have an effect upon their reading abllity has been estimated to be
as high as twenty per cent (Harris, 1970). While schools usually
check vision using a Snellen wall chart or simllar device, they do not
examine children for problems with lateral and vertics! posture of the
eyes, depth perception, colour blindness and fusion weaknesses.
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Indeed, a child who is near-sighted may be abie to read quite well.
while a far-sighted child who can do well on a wall chart may be
severely handicapped. Only an examination using a telebinocular
device can detect many of these problems. and such devicea are far
too few.

The effect of visual problems may be a great dislike for reading
on the part of the child; and when he does read. he witl not be able
to perceive printed symbols accurately enough to discriminate ono
from another. Consequently, problems with visual perception inter-
fere at the very important first step of the reading process.

Another often overlooked factor is that the poorer the reader, or
the less developed the reader’s ability to predict what is to follow, the
more information he needs from the page. Poor or beginning readers.
therefore, will suffer most from any visual problems which exist. A
further fact which is often overlooked is that visual immaturity, which
usually results in children baing far sighted. can be present when
children first enter school. Attempts to get children having this condi-
tion to read can only result In frustration for both teacher and pupil.
and can result in the child’s developing a dislike for the entire idea of
reading.

Certainly, children vary in their reasoning ability; and while the
concept of 1.Q. has undergone much discussion lately from some
quarters, there can be no doubt that the child scoring below a certain
level on a well-administered individual 1.Q. test witl have difficuity in
becoming a good reader. That is, such a child’s reading performance
will certainly lag behind his peer group to the point where he will be
identified as a remedial student. Harris (1970) and Wiison (1972)
both point out that such & tag is only for corvenience of teachers and
administrators, and that the grade five child who is reading at a grade
four level simply needs to have his reading program adjusted. The
variable which a lack of intelligence introduces for the child Is that
the child may be saddled with reading tasks appropriate to his
chronological age. but much too difficult for his mental development.
The implication is that teachers should pay much more attention to a
child’s reading expectancy or reading potential.

Because reading is largely a mental activity which takes place
within that mysterious black box called the brain, It has proven very
difficult for researchers to pin down specific intellectua} factors which
might be identified as variables in the reading process. Spache {1963)
found agreement on three factors which seem to occur in most
studies: vocabulary, verba! reasoning ability (both inductive and
deductive)}, and skill in perceiving relationships among ideas. In other
words. the important factors are:
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1. a stock of ideas or semantic notians, and

2. the ability to manipulate those notions, and see relationships.

As is discussed below, both of these factors would seem to be
subject to growth by means of experience, either natural or induced in
learnir.g situations.

Smith {1960) and Guilford (1960) also examined the mental pro-
cesses of reading. Their lists include: cognition or racognition of
symbols, memory, inductive and deductive reasoning, and evalua-
tion or performing critical judgements. This latter factor represents
ability with higher mental processes, and certainly is highly variable.
There also seems to be considerable developmental variation as to
when children can perform acts of inductive and deductive reasoning.
By comparison, acts of cognition {or recognition) and memory are
relatively simple, and can be performed by most children, and it is
relatively easy for teachers to evaluate whether the child has been
correct. While | seem to be somewhat pre-empting a portion of this
paper dealing with the teaching variable, it must be noted that it is
the nature of children {and the fact of their individual differences)
which creates most of the other variables that will be discussed. In
this case, the difficulty of meeting the needs of groups of children
with respect to highor reasoning ability produces variables in group-
ing, materials and teaching approaches.

While discussing the findings of Smith and Guilford, the meinory
variable should be examined as well. Harris (1970) and Kirk and
McCarthy (1968) differentiate between visual and auditory memary,
and both caution that perceptual problems can often contribute to or
cause apparent problems in these areas. However, it appears as
though certain children, even when no perceptual problem is present,
simply do not retain visual and/or auditory impressions. The effect
of such a variable can be catastrophic, as the child will have great
difficulty in learning any sight vocabulary at alt, and will tend to for-
get the beginning of a sentence before he reaches the end. Such a
difficulty makes it virtually impossible for the child to read for
meaning.

Problems with long-term memory do not seem to have the same
effect upon recognition as the above short-term memory difficulties;
however, the child is bound to have problems with higher compre-
hension tasks, as he finds difficulty in bringing his previous experience
to bear. If, as seems apparent, we tend to work out many sound-letter
correspondences tor ourselves by analogy, long-term memory
problems could seriously inhibit such processes as well.

The most important variable in the reading process must be the
linguistic background which the child brings to the situation. This
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statement is underlined by studies such as the massive one con-
ducted by Ccleman {1366]) and others in and around New York.
Coleman sought to identify factors which accewunt for great differences
in educational attainment of children attencing schools in social
settings varying from affluent suburbs to ghetto slums. Much to their
surprise the researchers found the differences between the schools
themselves to be rather minimal, except 2t the extremes. Coleman con-
cluded that whatever the cause of these differences might be, it
would likely be found outside the schools (i.e. in the homes of the
children concerned).

A comparison of homes of widely-ciffering economic status
usually reveals one fact: the child in the poorer home is relatively
linguistically deprived: there are few books and magazines present,
and none of appropriate reading level: parents seldom read them-
selves, never read to the child, and often look upon reading as inap-
propriate behaviour. the level of conversation tends toward bare
communication, and vocabulary is limited and repetitive. While some
of these factors may change somewhat in the home where the native
language is not the school language, there will still be linguistic
deprivation in the school language, and additional problems of inter-
ference, both in vocabulary items and in syntax.

While differences in the quantity of linguistic experience available
10 the child in different home situations will be evident, even more
striking are the qualitative differences. Writing about the child's
vocabulary development. Spache (1963, p. 431) says:

H he is Lmited in verbal intelligence or in experiences with words
because of bilingualism, poor family or cultural background, narrow
preschcol verbal experiences. and the like, the child will lack an
auditory background for acguiring an adequate sight or meaning
vocabulary. The inteliectual interests of the family and the ievel of its
verbal intercommurnuication also coOndition the chiid's readiness for
reading vocabulary growth. Throughout the elementary years the pupil's
play and reading interests, hobbies, and pastimes Influence his
vocabulary development.

In summasy then. the child and the child’s linguirtic capabilities
and previous experience 2re the maior variahles in the act of reading
Provided that the child can perceive print upon the page, the amount
of meaning derived from reading :s dependent upon mearung aiready
present in the mind of the child, tozether with syntactic fiuency, which
contributes greatly to semantice in a language such as English. Of
course, an additional facior is the anility of the individual child to
manipulate elements creatively to generalize, to hypothesize, andd to
learn by analogy. Being a good guesser can heip a child to be a good
reader. Unfortunately, one of the basic tenets of manv t~acher of
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Wrmd'sandmvuhbhslnreading,meﬁabmlymbo
comsldered.Thodmdmymcoumeravutvarietyofmwialshthe
schoo! sewting. from controlied-vocabulary readers to gradsd-difficuity
short selections (with questicas (o follow) to pupil-dictated
uperimstmies.wmdebooksfromd\ecmnor.d\oc!
tibrary. In addition. rthere could be various skill-building and
vocabuiary-puilding games. Very few classrooms tocay are limited
to a single graded reader. Most classrooms aiso have access to skill-
building workbooks or series of worksheets which teachers use to
reinforce word-identification skills.

The number of variables which are introduced are infinite, especi-
ally when vezrious combinations of materials are considered. For
example. some readers are based upon strictly controlled vocabulary
principles, with planned repetition of new words. Others seek to
minimize problems with sound-letter correspondence (Me so-called
linguistic readers). Other factors which enter are the degree of control
exercised upon syntactic complexity of sentences used, and control
oimptdiﬁwlty.lﬁmywiesoiboobtrytomhypomeﬁal
interests of children of 2 certain age ('Grade one children are
interested in themselves, their families. and animals.”") Even illustra-
tions are controlled according to principies of fading out pictuwre clues
as children get oider.

Most of the theory behind the preparation of reading materials for
children is developmental: as children grow older, their vocabulary
grows, their ability to understand more compicx sentences and con-
cepts increases, and their interests turn outward from themselves.
‘These generalizations hold for average children, bug i% is dlishearten-
ing to most teachers to find how few average children there are in the
schools. | am reminded of the statistician who drowned ihile wading
across a river, the average depth of which was oply threg teer. Mt
seems that the problem lies. not in the materials_ ‘themmselves, bat in
fitting materials to children.

One of the interesting phenomena In the feld of Leinchyang ressing
is the fact that, no matter what matecials ase uued i the scthoslm,
quite a large proportion of children do learn to read. Iin study after
study, researchers have tried to prove one methow! or set of Phdderia’s
10 be better than others. To date. no one set of matartlels. has proven.
best. nor has any one method shown itsslf to be contlusivaly supecrior.
Studies such as that of Chall (1967) indicate small' difsrences., but
one wonders how these differerces hasve been mesdured. Can @
method which concentrates on deccdi~: ®=a ~rj0sed to ceading for
meaning produce beter readers? How can we define 3 better FE3S8ry
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Hf tests b.clude items of phonics, or sounding out words, then the test
will be biased. Further, is it correct to perform tests at any one set
time, ur should tests be continued longitudinally for a pericd of five
or ten years in order tc pin down, not only reading abiiity, but also
attitude toward reading?

It is quite possible that some methods of teaching reading may
make the entire process so distasteful that, while children can read,
they avoid the experience. Consequently, the methods used in the
teaching of reading can be critical.

The definition which the teacher has in mind of reading (if she
has one at alll) will to a large extert determine the method she uses.
H she doesn't have any particular views, she will simply adopt that
of the teacher’s guide of the materials at hand. Often, such guides
are what has been termed eclectic. or ‘aif things to att people’. The

= approgcir s that commonly kndwn as the shotgun’, with controlled

vocabulary and syntax, phonics and structural analysis, and with
experience stories and cral games used as supplementary activities.
Of course, the teacher is expected to be selective from this weaith of
suggestions, but one wonders how many selections are made on good
educationa! grounds. and how many are simply reflections of lack of
time, knowledge or resources.

What many beginning teachers lack in knowledge is often made
up to some extent by experience over a period of years, and often
such materials can be used well later as the teacher becomes familiar
with what will and what won't werk. But pity the children who have
to suffer through the first few years.

Even though they may claim ‘0 use a pure method of one kind
or another, fevr teachers can stick exclusively to a phonics or look-say
approach. In the first case, many common words do not yield to
phonics analysis: in the second. once the child knows big, it is much
easier to use a ‘family phonics’ approcach to teach pig, dig, and fig.
However, a number of teachers do make every effort to use one
method over the other, if given a choice on any one ‘target word’.
Such variations in approach can be most confusing to a child if he
encounters the phonics fiend in Grade Two, and the lcok-say lover in
Grade Three. The ideal, of course, would be for the tsacher to have
sufficient knowledge of the child and the reading probiem at hand to
know what spproach is appropriate to the moment. This is just one
facet of the teacher variable.

The task of the teacher of reading is, simply, to procuce readers:
children who can read at their developmental level, and equally
important, children who do read. The amount of knewledge which the
teacher has sbout the reading process. methods. materlals and
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children will be wasted if. in the end. the children in her class do not
turn to books for information and enjoyment. it is entirely possible
for a teacher to turn the reading period into a skill-building inquisition
or a word identification marathon lasting ten months of the year. |
wonder how many times a year a child is kept in after school because
the teacher caught him reading a book during phonics exercises.

The tasks of the t=acher of reading are many: teaching word-
identification and vccabulary: adjusting materials to suit individual
needs: meeting a vast variety of student interests; detecting particular
weaknesses and arranging appropriate learning experiences; and so
forth almost ad infinitum. Bui the most importamt task of all is to see
to it that children have happy experiences with books and reading.
She must seek out and create interest: she must motivate children to
read, and 1hen reinforce their successes. Teachers can easily motivate
them her own enthusiasm for the wonderful world of books.

Reinforcement is a bit trickier, however. The best reinforcement is
to ensure the child of success in reading by careful adjustment of
material and instruction. Very few teachers consciously reinforce
children with praice or rewards. indeed. the chart on the wall where
every child can record his progress, or the number of books he has
read may be reinforcing to the good readers, but can have a very nega-
tive effect upon the poor readers. But there are other reinforcing
devices: let children share what they have read with others: a
personal progress chart, on which the child tries to better his own
previous effort.

How well the teacher makes use of the interest of cbildren. and
how well she motivates and reinforces their efforts constitutes an
enormous variable in most classrooms. Indeed. if one fact emerges
from the research on success and failure in children’s learning to
read, it is that no matter what materials or methods are used, an
effective teacher will produce readers — that is. children who can
and do read.

One final variable which should be considered is the influence of
the chiid’s family and peer group upon his attitude toward reading
and books. Often these two influences are working in opposite direc-
tions: the family encourages the child to read. and provides reading
material. while the p&er group may even make fun of bookworms, and
will hold alternate activities such as games to be of more value. It
appears that the peer group sinfluence grows stronger as the child
grows older; so that if tha chird gets off to a bad start in reading, and
nothing is done to remedy the situation. factors such as peer group
influerce will tand to snowba:® attitudes of dislis® for books and
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reading which the child is bzurd to develop.

The cliche of “misery loves company” seems 1o be present in
most classrooms: it is comforting to have peers who suffer the same
weaknesses as yourself. In this sense. the practice of so-called homo-
geneous grouping can possibly contribute negatively toward improve-
ment in areas of weakness sucli as reading. Children tend to model
their behaviour after people whom they admire. or people whom they
identify as being successful. Homogeneous grouping removes models
of successful reading behaviour from the poorer reader’s peer group.
Consequently. teachers who group students with cimilar difficulties
for instructional periods — and this seems one of the few practicsi
ways of dealing with large ciass loads — must be careful that a nega-
tive dynamic or attitude toward reading does not build up within the
group. She must aiso make conscious efforts to motivate children

within the group toward success. and then reinforce that success. In
this way. models >f success will once again be available to the child.

This same concept of modelling also describes the effect which
the child’s family can have upon his reading habits. Homes in which
parents read frequentty and with pleasure produce children who have
a good atlitude toward reading. and such children seldom become
hampered in school because of reading difficulties.

Conclusion

1 begar: by trying to define reading, and concluded that discussion
by saying that, as it is the reader whec is the meaning-maker. then we
must place the reader at the centre of our efforts to teach reading. |
suppose this is one reflection of the present-day emphasis upon child-
centred education. —owever. in another sease. (a completelly cold.
scientific — psycholinguistic, if you like — sense). this approach is
entirely logical and supportable in terms of what actually happens
during an act of reading. Researchers into reading have followed the
classic experimental model: they have manipulated variables of
different kinds. and have produced a lot of results and conclusions
over a number of decades. results which can largely be summed up
by saying that we don’t know for sure how children learn to read.
Apparently, sometimes they learn to read despite what we do. But
the problem in many of these experiments has been that we have
chosen to manipulate variables which actually contribute very little to
an individual act of reading. We have altered materials, monkeyed
with methods. and experimented with groups and timing. But if the
psycholinguist’c model of what happens during reading is an accurate
one, few of the _¢ variables contribute very much to any one individual
art ot reading. Remember that the reader uses minima! information
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from a visual display, and then draws upon his experisnce and
ianguage competence to produce what may be a comgletsly cnique
understanding about what he has ‘read’. ’

in order to produce better readers, the variables we should be
concerning oursalves with are those at the heart of the process: we
should be striving to enrich the experiences of all children. and to
teach them the magic words which give them verbal command of
those experiences. We shou!ld also be teaching them to manipulate
the idzas expressed in woids, so as to be zble to use processes of
logic and to think crectively.

Especially in the field of reading, teachers of the past have tended
to ask the question, ““Is it right?’* This makes grading and correcting
easy. Rut if a child makes no mistakes in an exercise, can the teacher

~_ srushfully say that the child learned anything during the course of the

tesson? A far more fruitful field of research into variables in reading
is that suggested by Goodman (1969). a careful analysis of the types
of mistakes which children make when they read. For example. com-
paring two child-an who have made mistakes reading the sentence.
in the barn, Tony saw a brown horse.”’: one child rear’s, “In the barn,
Tony was 8 brown horss,” while the other reads. “In the barn. Tony
saw a brown pcny.” An snalysis of these error patterns tells the
researcher a considerable amount about the mental processes of these
two children, both of whom are ““reading”. but with different degrees
of success.

Language is the most human of attributes. it is also our most
powerful tcol. In striving to help children to read and deal witi
language more effectively, teachers perform an act worthy of their
best efforts. Reading is the process whereby, at least to the presant
day, we have had access to mucth of the kncwledge of our civilizati:a.
Consequently, it is a zopic worthy of stucy.
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APPROACHES FOR CHILDREN WITH 6
READING DIFFICULTIES

Peter S. Westwood

Teachers are Quick to point out the immense gap which exists
between theory and practice. They rightly comment that methodology
frequently appeass as the poor relation, or the ‘twilight zone’. within
conferences which deal with the teaching of reading. Thus, | intend

in this paper to focus on reading in an essentially practical wav.

We are concerned in this session with children who are experienc-
ing some degree of difficulty in learning to read. It has been said that
there is no one meithod, medium, approach or philosophy, that holds
the key to the process of learning to read. From this it follows that the
greater the range and variety of methods known to any teacher. the
more likely it is that he will feel competent to provide appropriate
help for the slow learning or the child with specific difficulties.

Before presenting and evaluating some lesser known methods
which may appeal to you fcr use in the classroom | must select four
characteristic needs of children with reading difficulties. Elsewhere
{(Westwood. 1975) | have given a much longer list, but these four
points will suffice to support the use of *he me.iods and media to be
considered here.

1. The need to regain lost interest and motivation. Because of pre-
vious experience of failure, many less able children have been
turned off, have lost interest, and can scarcely be described as
highly motivated. There is a need to provide a new slant. even
perhaps a gimmick, to regain and hold interest.

2. The need to grade very carefully the steps of instruction and the
material to be used. It is true to say that many of the reading
schemes in use in our schcos ., while being very suitabie for
children who m.ake normal progresn, arc too steeply graded for
children with problems. The teacher has to be able to supplement
existing schemes by providing addirional gernes. activities. and
experiences for those who neew« tham at ea:ch stage This point
links directiy with the next.

3. The need to utilize methods which allow fur repetition and over-
learning to the point of mastery. Children with reading problems
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need longer exposure to each unit of instruCtion, with frequent

revision, repetition and over-learning. Such repetition must be

achieved without loss of interest.

4. The need to utilize sttention-holding methods which involve all
channels of ingut. These are the approaches we usually refer 10 as
‘multisensory’ {Lerner, 1971). if the child is ful'y and actively
involved in the leaming situation, he is more likely to assimilate
and ratain what we are attempting to teach.

So, having highlighted these needs, what approaches are avail-
able? Let us begin with the younger age group, junior primary, and
refer first to the Pictogram Method (Wendon, 1972). This is a
fascinating approach developed by a very imaginative teacher. No
doubt we have a!! tried various tricks to help a child to assoclate and

remember a sound with a printed symbol. Wendon has out done the
best of us! Rigby (71973), in reviewiny the material has said, ““The
system does make the acquisition of an essential skill immensely
enjoyable so that the learning of phonics is no fonger like medicine,
~—good for you but tasting nasty. It is a pleasurable activity shared by
teacher and children so that those who have mat Harry, the Hairy
Hatman and his friends and enemies rarely forget them, or their
sounds” (p. 26).

The pictograms themselves, some of which are illustrated here are
letters with pictures superimposed in such a way that they reinforce
the shape of the letter while creating a story link in the child’s mind.
The h is presented as the Hairy Hatman who walks along in words
whispering h.,h.,r for hhairy hhat. The w is introduced as the Wicked
Water Witch, with her two pools of water held within the jetter. More
difficult combinations are all covered in the scheme, e.g. when a (for
apple) is next to W (for Water Witch) the witch casts s spell
which makes the apple taste awful.

Those of you who wish to know more about the materials could
write to Lynn Wendon at 33 New Road, Barton, Cambridge, England.
Two sets comprising the complete Pictogram System can be pur-
chased. But, of course. you may like to experiment with the idea and
create characters of your own.

Still remaining with the younger age group Ostensibly, but con-
sidering now an approach which also has application with older
children with decoding problems, we come to Reading by Ralnbow.
This simple colour code system was devised by teachers (a husband
and wife) for teachers. Its great advantage aver other colour coding
approaches is its simplicity. Only four colours are used: letters in
black give their common phonetic sound; red letters give their name;
blue is usad to represent the long oo sound, as in "too” (and to dis-
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FIGURE 1
THE PICTOGRAM METHOD (Wendon, 1872)
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tinguish b from d: yellow is used to represent ietters which do not
produce a sound within a word. Wood (1959) has also experimented
with colour coding for remedial reading.

He uses blue to act as a sign of irregularity, e.g. the letter o in
‘come’, which does not give its sound or its name.

Those who wish to find out more about Reading by Rainbow or
purchase a set of the six books, worksheets, reference cards and
teachers notes. could write to Moor Platt Press. 294 Chorley New
Road. Horwich, Lancs. England.

Under the heading multisensory approaches we would include
methods which, for example, involve the child in finger-tracing over a
letter or word many times while it is articulated clearly and correctly.
Finally the child writes the letter or word from memory. Such methods

——have-been-—advocated—for—many—years—for—helping—chitdren—with———
specific reading disability (Monroe. 1932. Fernald, 1946), and have
atiained respectability through the work of June Orton (1966) and
Gill Cottereill (1970). Also referred to as V-A-K (visual-auditory-
kinaesthetic) and V-A-K-T (with textured letters for tactile sensation)
the approach seems particularly useful with children who have prob-
lems in integrating what they see with what they fear. Their problem
may have a neurological basis, or may be one symptom of failure to
attend carefully to a learning task. Whatever the reason. this teaching
approach which brings vision, hearing. articulation and movement
into play does appear to result in improved assimilation and retention.
It is obviously easier to apply this approach with young children; but
in a one-to-one remedial teaching situation it is still a viable proposi-
tion. | have found the finger-tracing method very useful for helping a
child to overcome a reversal tendency in reading and writing.

The iLanguage-Experience Approach, or ‘organic reading”. if used
in a highly structured way. is an excellent remedial approach. | have
found it more useful than any other single method for starting the
non-literate individual of any age on the road to reading.

Basically the approach uses the child’s own language patterns to
produce carefully controlled amounts of reading material. Perhaps the
theme will be dealing with a special interest or hobby. The material
thus produced then provides the units which are repeated, revised,
over-learned. and dissected to ensure that the words that have been
written can be read both in and out of context.

From these examples it is seen that the approach can be extended
far beyond the whole word, ‘lock and say’ level. Phonic sight habits
and word attack skills can be developed from the words already
known by sight. The scheme known as Breakthrough to Literacy
{Mackay. Thompson. & Schaub, 1970) lends itself to the same kind
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of uses in remedial reading groups.

! recommend the books by lee & Van Allen (1963}, Stauffer
{1970) and Hall {1970) wnich all describe the ianguage experience
approach in detail and with particular reference to its use in the
ordinary classroom. Its more specific use as a remedial method is
covered in the bobks by Walker {1974) and Westwood (1975).

Of the approaches which use audio-visual presentation there is
the fairly recent material produced by Radlauer (1974). | am referring
to the Bowmar Reading incentive Program. This presents reasonably
sophisticated themes like Drag Racing, Motor cycles. Hot Air
Balloons. etc., through the use of film strip. sound commentary on
tape and a student’s ‘reading book’ which embodies the same
language as presented in the tapzd commentary. The range of kits in

——the—Bowmar—Progranreachhave-z—teachzr's—guide—and—setsof the
students’ books. The very colourful and lively presentation. and the
opportunity for the student to become familiar with the language
structure and vocabulary associated with each theme before having to
read it in the books, are the principal attractions. The use of the taped
commentary in conjunction with the books then allows for abundant
repetition and over-learning. The programme has proved extremely
successful with retarded readers at high school levsl.

Teachers can, of course. make their own programmes for use with
the tape recorder. Indeed this item of hardware is now an indisgen-
sable aid in all remedial reading situations. It may be used for rothing
more ambitious than the gre-recording of popular stories which the
children can listen to through head-sets while following in the booxk.
in thi$sway material which would otherwise be at frustration level for
a child can be prasented in a very meaningful mapner. Other uses of
the tape may be to programme aspects of phonic work or speliing
assignments, or to set comprehension guestions at literal, interpretive,
critical, and creative levels.

The use of popular songs to provide repetition with enjoyment has
also been noted as valuable for remedial purposes (Chapman, 1972).
An example of this is shown here. where a zig-zag book containing
the words from the recerit song about Muhammad Ali is used by the
child. He follows the words in the book as the song and music ave
played from the cassette. Later the important words are revised on
flashcards out of the book context. The amount of repetition of
specific words and phrases in popular songs would probably surprise
you if you took the trouble to count them. For example the song
Starrd by me by John Lennon repeats the phrase ‘stand by me’ twenty-
three times in one run through! Surely it is good sense to capitalize on
such readily available and very acceptable repetition.
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The Overhead Projector has become popular for presenting
aspects of reading in a new way. Many teachers make their own
transparencies and use colour to good advantage in developing word
study skills In children. The Milliken Publishing Company has pro-
duced an excellent series Look. Listen and Learn {Sullivan & Williams:
1972). The material comprises attractive O.H.P. transparencies and
a parallel set of spirit duplicating master-sheets to allow for the
printing of assignments for individual children. The quality of this
material is extremely good. and probably surpasses anything which a
teacher could produce.

One final point on the audio side. The Languagemaster still
remains a very valuable machine for use in remedial settings. Again,
its main value lies in the fact that the child is actively engaged ir: the

———voperation—ofthe-machine. -and—is—using—visuat,vocat;“and—aoditery
channels simultaneously; and is seceiving immediate positive
feedback.

Finally, | want to refer to just one reading scheme which | think
is of very great value in remedial classes at top primary and lower to
middle secondary levels: Story Path to Reading Perhaps | fee! a
particular affection for this series because it was the first one ] ever
used for remedial work in secondary schools some fifteen years ago.
At that time it was published by Blackie in England. but now a very
much more attractive edition with significan® improvements is avail-
able from Peter Leyden Publishing House Pty. Ltd.. Elizabeth Street,
Artarmon, N.S.W. 2064. Story Path to Reading (Leyden. 1970), also
referred to as the ‘Breakthrough to reading’ scheme. is based on a
whole word, look and say approach. There are twelve reading books
in the scheme. each with an Activity Resource Kit. and two sets of
Word Guides to accompany the first six books. The careful control of
the vocabulary load and the sentence length are achieved without
creating stilted language in the early books. Book 1 uses only 200
words and from that point onwards every new book repeats the words
used in the previous books and introduces 50 new ones. The whole
scheme is thus based on a core vocabulary of 750 words. The
Resource Kits are colourful, and the puzzles, exercises and games
contained in them really do hold the interest of the children.

So. ! have examined briefly several approaches to remedial read-
ing which go a long way to meeting the needs noted at the beginning
of this paper. It only remains for me to remind you that any method
or material is only as good as the teacher in whe.se hands it is placed.
Without the vital ingredients of optimism ard enmthusiasm on the
teacher’s part these approaches will achieve litrle.
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IMPLICATIONS FOR THE AQUISITION 7
OF LITERACY

Constance M. McCullough

in Chapter 2 is Danald Maoyle's esceilent presentation of The
Butiock Report Whesi i first learned of a Bullock Committes, | was
a bit misied by the *tia. What was a bullack committee doing in
Engiamd? un language? In India a dozen vaars ago | wrote 8 littie
story entitled The Bulinck, im praise of that amazing animal’s cantribu-
tion to life in india. There are only minor differences hetween the two
publications Theirs is 600 pages long. Fas been heralded all over the
Engilish-speaking world, and will probably make a grest impact on
publighers ectucators. and politiciams everywhere. Mine is buried in a
faurth re2lor and will be read by orly a few million children. Theirs
cust five -nglish pounds. Mine cost twa rupees, fifty paise. If they
wili send me a copy of their report. | shall gladly send thern one of
mine

instead | have heen forced to borrow &8 neighbour’'s copy, end
must say it ia praiseworthy i many weys — circumspect, wise. and
heautifully weitten It is humli.ng ta see that thay were able to form-
igte im 2 Tew months what it has taken me forty years off protessigmai
Ife tn appreciate Az 3 aheer leader would say "Bully tar themt”

| should ke Wy think that the mitlsnrivum has now arrived. Byt
aven with this asmirztify document | still am convinced that we can
dest with it hadly. 100 We suffer the fate cof the buyer who buys a
st of clothes with buttons guarantesd not to fall off. They don't have
a chamue The cloth falis spart first

Lrgical answevws to problemms in this yes: mav well be recogrized
twenty years from now as Overcrrmpensation which. hn its own way.
cultivates nther protlems. We centre our §élantion on current ractices
and comtriaversies ingtead of expanding owr conception of what read-
ing is We tomd o pay attention to well srivertised resesrch smd miss
somme very important studies which have no current commercial tre
This is not criticism of this exemplary report It ia mersty 3 cormwment
o our onmtieuiing condition

An erminemt peychologist anc cormputer stientist. Professor H A
Samor of Cernegim-Melion Unrversity. Mas said. " We do not now . .
that lesrning to read is in fact amy harder for the child then Isarming
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to spesk. We only know that the former gives the surrounding adults
more trouble . . .*

Perhaps the second sentence should be altered to read, “We only
know that lsarning to read gives the child more troudle with the sur-
rounding aduits.”” There is mounting evidence in thy cessarch of the
past hundred years that the features we stress in teaching children to
read are not only insuflicient to prevant failtre and mediq rity. but so
distort the child’'s view of the reading process amd of exactly what he
must do, 88 *, gentrate mediocrit - and failure.

Lot we COR ..der S wlistiorahi, v Dur aduit conceptions of the
reading process shaps ~atruction; . retwe of the instruction
infiuences the chiid's coy eplior. of the re. fing taek; and the cilid's
conception of the r2zX sh e ) rus Dedv »iour. Even though the instruc-
tion is perfectly sub*sd to b~ indb iduz: chi'd, s gost which over-
shadows 8!l @ise at the present time it may riG! be perfectly sulted 10
the nature of the reading jirocess tr communicative to the child of
what he mual ¢9 to engage in It fuily. it is true thet resesrch has nat
yot revealed & conpliete dev tion of the resding process., so that
at best our camn. -lonsg of 1. e DBILE! . GUl we 418 Nut SUOCesS-
fully ~onwveying the implicatic. t cxisting resesrci 1o the child.

One of thewe davs, Natirz .. going to 81,. “"Look. Man haa been
making meaningfiul n_tations for at lecst 30G. 000 yeurs, and you still
haven't com? up with 8 f00i-fuws w3y of reading. Xerox weuldn't put
up with such & 7816 of progress in its re~earch dspartment, sc why
shouid 17" To peraphrase the Koal's Qemtas s, if we don't shaps up,
Nature will ship us out an:t mart upgrading the dolphin.

Mcat off what goes on ir Uw we.id tudey In the rneme of reading
instruction is the resuil of pre-scientinNe insights over tiousands of
vears. To cail tham precssiartific ‘s nak to discredit tham. for adl con-
tained scime bit of trwth of ustidcstion. Vhey wers ressonsble Son-
clusions from insufficlent knowledge i physiclogy. psychology, end
linguwistics. administerent from the point * view af the sdult who we®
more or less a resder. instead of that of th: child or youth spproec™
ing the wnkndwn snd uncategnrized. Hence th: mens n which wae o
ourtoives.

Let we Qo batk W de dawn of POLEm and imagine how it must
have beer: befors the iweltion of the Seiko wats>. W '3 scoput )
hadn hegvily orn Mgretork's recent study., TAe Reets of Civilizatiae,
and take it fror the point of view of woman™s Uberstion.

There was Man, Zsconsclenely fngering Ms sh-purposee stone
becauts M wes down on Ms Wik = cdoing such thimgs s Wyl te
fish twough two feet of ice. trying 10 pick 'ruil in the elff-geese-.
sapecting herds o calve when they waren't expacting. snd s0 om.
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Since he was the one with the all-purpose stonae, and his wife could
become one of the purposes. she had to do something quickly without
offending him.

“How gbout couiing Yw Pays?”’

“Ught Whei good v=alis vat 027 They're all slike.””

“Weil,.thon, how sbout thunting rhe nigh's — the way the moon
cianges ali the time? "

“Ugh! What good would that do? Last time | made marks on
sand, they sll washed out.”’

“You're so big end strong and wonderful. Why don’t you cut the
shape of the moon in the storna each night? Pietty soon we’'d know
when vhat happened.’’

She Xnew enough 7ol to Pag then. She just kept nagying later.

“ave you made Yo .ur mark «.! The full moon tonight?”

The wife who fage..' & ~:1 got her husband to mark as much as a
thirteen mconth calenda, in 2 iittle border around the ecige of the
stune. Having no televisicn, he had to lister to such remarks as:

“‘Where are we on yGur stora tonight? 1 fee! o nip in the alr.””

Or. * The ice is beginning o =2t now.”’

Or, “The grass is bending over with heavy sevds | wander how
so0n | can grind them between the siones.’”

By drawming stiention to chenges, =ie.ng likeressas and differ-
ences. fensing the seywencz of evwits and matcr ing the sesquencs to
the calendar on ™~ s e, graduwally deriving a relationship of caule
and ef'3ct, an eftsct svolvimg into snother cause for a sifl lader
effect, 1the taught her husband to bring experience snd Topniliem
10 the celemosr and thas ty read it. The Intereriinyg thing abowut this
first case of 3 relucramt reader is that he lowned even though his
tesicher v.a8 8 worman. It was a matter of life cr dasth for them botr.

Wi it came 0 toeching the calendar to the lasr->ighly motivated
childrem, vortu nately smalt and weak 2 without sli-puri.ceé ¢t o8
mothers inven(cd other instructional techiniguas. Some mothers spant
weeks tsaching the!r children o racite the nemas of Mw shapee of tha
moon for the whole sequance o a thirteon month year, withtut ok-
ing 3t the stomie. Qihers arid, “Dor’ say fingerrsil fingemnaeil fingermali
haifnell halfineil hettmall wihsiensil wholansi! wiienyil, snd: 50 on. Use
the proper werds: Crascent <.escent crescent. ete.” Filil others seld,
“Why bower with st that repetition? Just teach the narnee of the
ssven shaces. Draw them In the sand end have the childien draw

Well, you csn lmagirg how it was, Childrd became confused
about which side meant weaxing and which sida meart wening.
Menhere tnally had to say, “Thirk! No moce:. new meoon on the right,

L
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halt moon on the right. gibbous moon on the right, full moon, gibbous
moon on the left, he ! moon nn the le*t, waning moon on the left. no
mooft 5g3in.”" But which was fert and which was right? Sometimes it
waes 8 year of reciting and drawing before they were allowed a peek
at the real stone, or allowed to stay up to see the source of all their
problems. Many a slow learner warited to drop out of cave, but it was
tive Wng & drop.

jathers becamse disgustsd because their children didn't know
what to do with the information, even when they named everything
correctly. Some said to their wives, "'Look. You stay in the cave and
I'il wake the children out in the fie/d where they can see what that
cabendar means.”’

The situation was no better when one adult was chosen to teach
a!' the chiidren around. “If all they're going to do is leam one kind
<1 moon at a time, . can make better wise of them at cave. Besides, it's
4l mooningless to them."’

And so, with logical ways of slicing up the iearning., magnifying
the ritudl of it and cutting out its purpose, — ali plausible from an
aduit's eye view, meaning was divorced from symbol. and the
cognitive processes of sensing the sequence and its meaning, and
interpreting 't with regard to changes in the environment were post-
poned unli later. Motivation was at ‘ow ebb. By the time “'latier”
acrived, children were well-indoctrinated to s3y but not understand.
Their conceplich ui their job as readers had never been fully
developed. Vestiges of this kind of thinking remain with us today.

S¢ Man. or Woman, depending on your politics, had invented not
o'y @ way 1o live with Time, but several ways of making it Gifficult
t nead and of inducing great differences among children.

For many years now | have put my trust in balanced wwading
development. The theory is that reading is 8 very complex task, ths’
many factors contribute to its successtul production, and that if these
are taught simuftsmecutly in congeniel reletionships to one another
and properly praportioned in emphasis, struggle can be minimal,
motivation can Le high, and whoiesome reading development can
proceed. | stilt believe this. but |- ~w know that some elements sssen-
tia! to balance arg still missing — partly bocause we take them for
granted, party beczuse while research has drawn attertion o them
we have mol heedes it. and partly because we need f.rthur resesrch
in the opetation of res=ing itself

We have vivisected, categorized and boxed and recorded phonics
systems. vocabulory skills, study skills. cemprehension exercises.,
speed exercises. No one can say we haven't worksd hard and long.
Wae have urged children o read wadely and deeply, to inform them-
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salves and enjoy, and to read for varied purposes. We have arranged
the classroom so that they have to bump into good bocks as they
enter. But we still have to make known to them the behaviours of &
sk''ful reader. his motives and his sstisfactions. The skilful ruaqer
arrives. | still believe that the reader labelled meciocre and poor can
arrive too, if ever we push the right buttons, in his head, not in a
machine

Those famous first grade studies which Donald Moyle mertirned
in the Jume 1975 issue of Reading, the United Kingdom Resding
Association's journal, showed. after thousanda of dollars of U.S.
Government grants, that teachers made more differencs than methods
or materials. Whatsver some teachers used. the results ware excellent.
This finding is g harating much research activity to find out what the
excellent teacher does. | shudder to think how many studies will stop
with friendliness, firmness, businesslike thanner. a sense of humor,
and "She takes times to sit with each pupil.”’ | hope not, but just to be
on the safe side. I'm shuddering. It will take a lot of insight on the
part of the observer to 'ealize the significance of the things the teacher
says and does that make the difference. But this is what is needed. !
suspect that the excallent teacher has her own privzte insights abou
reading which she scarcely recognizes in herse!f and which she uses
to push the right buttons in the child’s head.

Many people interpreted the first grade studies as meaning that,
sinle no onm methnod was outstanding, each teacher should put
together an assortmuni! of methods and meteriais. and orchestrate her
own production. As some of it has turned out, it isn't so godd as
Monday's hesh. Even mixtures of competitive methods and materials
aven’t going to make peffection.

The crowning blow to qur ¢ mplacency. if wa have any left, is the
discovery in Thorndike's Resding Comprehension Education in Fifteen
Countriex that meny children srcund the world scored no better then
they might have by chance Since comprehension shoulc’ be our
primary goal. it is interesring to see that the children in this survey
c¢id better in vncabulary than they did in comprehension. We can think
that it is eac.et to know the meaning of a word than to grasp ihe
mesning =1 a passage. but from nuy observation. in general we tend to
teach ~0Cabulary while we tend to expect comprahension.

«H we reed to be further devastatedd. we tihould consicer Marie
Clay’'s New Zealand study of children’s understanding of \..e vocabu-
lary the teacher uses in reading instruction, afiter the children have
been listeming to her frr a2 yesr. Many childiren do not know the
meaning ol word, letter;, sentence. begimning wof a word, beginning
sound, end of the sentenus, and so forth. In her marual of suggestions
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for reteaching thi®se meanings we can find much to be applied at the
first of the year before all the dainage is done.

Motivation has a very special meaning for resders. When the
reader fixates on an area of a printed page, ha can actually see In an
oval about two inches wide and ome inch high the letters on three
lines. Unless he knows that he can gst meaning only by looking from
left to right on one line, there is no reason for him to look at just that
one line. (As someocne has remarksd, ‘'Primitive man never recognized
a tiger by looking at just one lion.”’) Geyer and Kolers in 1974
observed that tha eye I3 not I'ke a ramera. It is a processor of Informa-
tion, governed largely by what the reader expects to see and what
he wishes to do. Unless tna rapder learns to establish purposes for his
reading, uniess he realizes ‘h\« reading is for finding out — @
cognitive process — unless & iruates for himself expectstions of
what the a:...;or Is going to do, *.xw the sentence Is going to end, what
the next s/ 3p in the sequer<s may be, he may even have trouble stay-
ing o a6 line. Using a marker subtracts only one hatf of his
problem.

Many of us have had the experience of asking a child to identify a
wordl, ortly to have him stare st it with increasing bewliderment and
embarrassment. The longer he starys, the more time is wasted. until
finally someone rescues him with the answer. The simple physioiogical
fact is that it he is really staring, the image is becoming more and
more indistinct. The longer he stares, the more unrecognizable it ls,
through no fault of his. Couldn't we heip him know this?

The reading eye, on the contrary. plays over the word. refreshing
short-term memory of its appearance, and uses strategies for identifi-
catior. Unless the chiid is given the mesming soon end some ways to
identify the word, the associstion of meaning with symbol may not
be ertablished. How can we help a child tecome a reader instead of
8 starer? Are we spending more time waiting for the right answer
than teaching the child how to ook at @ word?

St 80 many years 8go # study showed that the ckilful mature
resder recognizes words by shape, but thet chifdren cannot do this.
As a result, some people thought children shouldn't have the
sxperience ¢ recognizing words by shape. That is aimost like saying,
“Don't teach them or they may teem to do it.”"

A child whoss reading skills are siwort of recognizing words by
shaps is retarded in becoming a skilful and rapid reader. The reasing
eye can take in not only the print an which it focusses. but 12 to %5
letter-spaces to the right of the focus. This sccounts for the eye-voi =+
uran gatle readers attain in Gral reading. One short word Immediately
v the right of the focus can be identified by its spelling. byt the
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remainder of the words have to be identified by shape and by the
meaning and parts of speach the reader expects.

If children cannot recognize words by their shapes and if they
cannot anticipate coming meanings and the parts of speech which will
convey them. they cannot take advantage of peripheral vision at the
right of their focus. They will engage in word-by-werd reading
and waste time focussing on every word. Worst of all, they will tend
to think of print as 8 string of wo:ds instead of groupings of words In
cognitive relationships.

Psycholinguists speak of churking., by which they mean the
practice of gathering into meaningful groups words which together
answer the questions a mind poses. For example, the sentence which
might be read by 3 word-by-word readeras He . . . went.. . to. .. the
-.-house ... imn .. . 8...great ... hurry, would be raad by
a8 mature reader as he went to the house in & great hurry. The first
group tells what someone did, the second answers to what destina-
tion, the third dascribes the manier or speed.

There is no natural law which dectares that a child must wait until
he is grown up to chunk e&s ke reads. Chumking is an evidence of
understanding syntax, not initially the cause of it. What has the
insightful parent or teacher done to help the child group words in the
sentence which are answers to who, when, where, what, why, how of
the cognitive elements in the sentence?

Another aspect of teacning reading lias to do with which words
we teach first. Logically it would seem easy for the child to start read-
g all thort words and gradually move to larger ones. A number of
reading programs start, as you know, with one, two and three-letter
words, and produce sentences such as the famous Nan can fan Dan.
Similar materials were tried a good many decades ago.

There is no doubt that this is a good way of avoiding the four-
Jetter words. But the evicarce Is that trigrams {three-letter words)
1ake longer to process than other words. That is to say, it takes the
chiid longes to identify them. So, if we are looking for a fast beginning
to build the child’s confidence. wa must argus against the erection of
# solid wall of trigiams between the child and the natural variety of
English prose. Trigrams can have their share of the action without
dominating the child’'s whole perception of reading.

You wiil find a great deal of this kind of information an the forth-
coming revision of Singer and Ruddeli's Theoreticai Models and
Frocesses of Reading, which he International Reading Association
is publishing im 1976. tt is full of research evidence which has been
waiting to be noticed for a hundred years or less, up to and including
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Psycholinguists are informing us of the relative difficulty of
various types of sentence structure. When teachers and publishers
realize the kinds of structures which are difficult, they can provide
ways of Impressing the children with those relationships before
significant communication is ruined. Whkan teachers and publishers
want to increase the eye-voice span, they will produce exercises in
which expectation is fostered by familiar situations and in which
sentence endings tend to be predictable from previous material.

One principle is that modifiers should be kept in expectsd posi-
tions. For example, the English reader expects an adjective to precede
the noun it modifies. There is scientific evidence that the semtence
Théat rose is red, which separates rose from red. is harder than the
sentence That is a red rose.

Sentences with passive verbs tend to be harder than those with
active forms, =~ ~bably because the English speaker commonly men-
tions the actoi .Jt, rather than the acted-upon. My watch was stolen
is a less-direct way of saying Someone stole my watch.

ideas expressed negatively are harder to Process than ideas
expressed positively. Coffee isn’t to my taste leaves the reader to
decide that something else is preferable.

Similarly. sentences containing conditional clauses are hard to
process. Mothers can be disgusted if, when they say. 'You may go
if you wear your sweater’’, the clild gues without his sweater. Even
more bewildering is “‘You may not go urless you Wear your sweater."”
An amiable child may put on his sweater and stay home.

The word although is one af the hardest advdrbial conjunctions
for Canadian and U.S. children, partly becauss it is rare in the spoken
language. It is more usual o say, "It was raining but ! deciciad to go
anyway,”” than to say. "l decided to go although it was raining.”’

At the 1975 mueeting of the American Educational Research
Association, isakson of Wichita State University reported a studly
which he and McConkie of Cornell had completed on the processing
of sentences in whicl, the simpie-subject is separated from the pre-
dicate by a clause, in this case a clause which omits the relative
pronoun. They paired sentences which began alike, such as The
mother trusted . . . In one of the pair the next word was the, leading
tri9 reader o0 expect the object of a NVM sentence. The other sentence
was The mother trusted by, causing the reader to realize that the
predicate was still to come. Fagan of the University of Ajberta had
found that sentences in which parts of the structure am® omitted —
in this case the who was of The mother who was trusted by — create
a good deal of confusion for the reader. The whe i8S a signal he needs
when the signal of intonation is absent. lsaksct; and McCankie found
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evidence in their study that as soon as the reader came to the, which
signaled the beginning of the object, he apparently took extra time to
process the meaning of the sentence. When, Iinstead, he came to by,
he knew the predicate was still to come and delayed the extra pro-
cessing until he had more evidence to use. Some people have been
of the opinion that a reader doesn’t process the meaning of a sentence
until he has completed the whole sentence, but this is apparently not
the case.

In passing | shou!d mention that Fagan and others have produced
a book for the National Council of Teachers of English entitled
Measures for Research and Evaluation in the English Langusge Arts.
The copyright date is 1975. As a loyal member of the National Council
of Teache;s of English 1 am proud that it has sponsored this publica-
tion. A; Past President of IRA, | wish we had. It will be helpful both
to researchers and to teachers lcoking for ways of measuring or
evaluating.

Chomsky has pointed out tivat children can be confused sbout the
roles of characters in these sentences:

I rold Joe to go.

| promised Joe to go.

On the surface, it looks as though Joe is to do the going in both cases.
The omitted structures would have clarified the situations:

{ told Joe that he should go.

! promised Joe that | would go.

A new IRA publication is by John Dawkins, Syntax and Reads-
bility. Teachers will find in it many suggestions on linguistic booby:-
traps for young readers.

Linguists have already given a great deal of help on identifying
structural problems with sentences, but little as yet on problems of
sentence-to-sentence relations:_l'\ips. Our teaching emphases Mad
children to think that if they know the words. they can read. Wa teach
the new words in a selection and then ask comprehension questions.
| believe that some teachers have genuine faith in the magic of words
in a string — that the string will bring comprehension, but for many
children, it won't.

Even those of us who have tried to be hetpful, do it in reverse.
That is, instead of showing them how to sense the relationships
among ideas a= they read along. we demonstrate the finished product
and say, "Now you do it.”" We say, ""This is a paragraph of cause and
effect (that showld be the child’s discovery, not our declaration). This
is the way it is constructed. See how this sentence adds to this and
how that sentence adds to that? Here is another cause and effect
paragraph. Now you decide what the cause and effect are in it.”" If
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you want to know what kind of thinking | believe teachers should be
able to do if they are to be helpful to readers, read an article in an
issue of The Reading Teacher, February, 1972, entitled ‘‘Package.
Ritual, and Insight”. It is my legacy to the profession, and ! don't
want it swept under the rug.

| should like to close this paper with a simple example of skilful
reading. What does the able reader do with a story like this:

"l saw a hungry little cat. | put

some milk in a bowl. The little cat

drank the milk.”’

The good reader is aware of the problem in the first sentence — that
the cat was hungry. The word milk in the second sentence is no sur-
prise to a cat-lover. Nor is it a surprise that the effect on the cat of
the presence of milk was to drink. The first sentenc * may stir pity in
the reader, and he expects the person to do something about it. The
speaker, too. has pity. Now both the speaker and the reader expect
the consequence which will satisfy them both.

The good reader recognizes problems. He anticipates steps in
their solutior. He holds himself in readiness for a satisfying conclu-
sion, and effect of a cause. Actually, in this example. there are two
causes and two effects:

Because the cat was hungry, | gave him milk.

Because | gave him milk, he drank it.

Notice that the effect in the first sentence. ! gave him milk, becomes
the cause of the second.

So you see, the good reader is cognitively and effectively a detec-
tive. He is constantly on the lookout for the over-riding purpose of the
passage. He can abstract hunger into a problem. He sens2s that milk
is 8 step in the solution. and he expects the author to finish what he
has set into motion. The readwr is sensitive to the overall pattern of
the auther’s thinking. the direction in which he is going. and is
actively engaged in matching this sense of direction to the content
he encounters.

You have heard the expression, “'He can't see the forest for the
trees.”’ That is what happens to readers when they are led to conceive
of reading as a series of letter-sound correspondences and words in
a string. That is what happens to adiministrators when they puzzle
over which of the many current programmes is best for their students.
That is what happens to teachers when they have to decide what to
put together for the children to do each day and find themselves
test’” " i~stead of teaching.

. g is a living thing, a challenge to reasoning, to feelings, to
language, | to experience. A child who knows that, will lack neith~r
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the desire nor the attitude to become a successful reader. When we
adults develop a clear conception of the reading process and bsgin
to take nothing for granted about the child's understanding, the teach-
ing of reading will finally have caught up with the Invention of the
code. What a blow that will be for the dolphin.
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TESTING FOR LITERACY 8

Jonathon Anderson

Despite masusive literacy campaigns since the 1920s the number of
illiterates Is rising. How is this paradox explained? In this paper a number of
important questions is examined. What minimum skills, for example, are
required for literacy? Assuming a definition such as “literacy consists in the
ability to write a simple message and to read a piece of prose with under-
standing”, how does one operationally define and therefore test “ability to
write”, “‘a simple message", “to read . . . with understanding”, *“a piece of
prose”? Do measures of industrialization and literacy correlate? Why? Does
the recognition of illiteracy as a problem coincide with the growth of the
megalopolis? How do the levels of literacy among minority groups compare
with the rest of society?

A major question asked of teachers by parents and other lay persons is
whether standards of literacy are falling as the media often suggest. Do we
know? What is the evidence? Are the traditional definitions of literacy
adequate for today's complex society?

Literacy in Perspective

Literacy, like the chameleon, can take on a variety of shades of
meaning. !t can also be described using a variety of terms. At the
United Kingdom Reading Association Conference in 1971, for
example. which had as its theme “Literacy at all Levels”, one writer
{Southgate, 1972) spoke of literacy, language arts, and language
skills as baing more-or-less synonymous terms. On the other side of
the Atlantic a recent report (University of Texas. 1975) speaks of
functional Ilieracy, survival literacy. and coping skills. Defining
literacy is like the oft quoted story of the three blind men who, when"
confronted with an elephant. were each asked to describe it. One
felt the elephant's tail and said It was a brush: another felt the
elephant’s leg and decided it must be a tree; and the third felt the
elephant’s side and concluded it was a wall.

The meaning given to the term literacy. like the blind men’s per-
ception of the elephant, is determined very much according to when
and for whom it Is defined. To go back just 500 years, to about the
time of the discovery of the printing press by Johannes Gutenberg,
the development of literacy skills hardly presented a pressing problem.
Even 200 years ago. at about the time of James Watt's invention of
the steam engine which heralded the beginning of the Industrial
Revolution, the situation had changed very little. Not so today. In
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today’s print-tomimated world iz has been estimated that each year
more than a thousand new professional journals appear, each day
whole forests are tonsumed to present the daily news. The cevelop-
ment of reading amd weriting skills and the maintenance of standards,
are contenticus isswes in today’s contemperary society. The individual
who has failed to :icyuire literacy skills is seriously handicapped. The
factors leading to ithis dramatic change ower the past two Centuries
have been, accordimg to ene writer (Neijs. 13354), (1) the habit of
bible reac.ng. (2) the growth of primary ecucazion. {3) the cevelop-
ment of ratioral econwmies, and {4) the growing need for literate
electorates — of, in other words, religion, education. economics, and
politics. Just as the need for literacy has changed over lime. 50 does
tme need change from place to [ ace. The urban commuter from
Sydney reeds a different order of Literacy skills from the moumntaineer-
ing guide i7 Nepal or the Southsea sland ‘armer-fisherman.

literacy is then a relative and 2 dynam.c concept. Its maaning
changes witn time and according to place; 3 meaning that would fit
ore particular peried and one walk cf life would not be appropriate
2t another period and in a ¢r4erent place.

Tris paper. im an &tlempt to jdentity some of the issues and
~cplems in testimg for literacy, touches upon three major studies that
+iva focussed on the measurement of literacy. in one of the studlies
L:zracy was measured across place; in another it was ineasurad
azross time: and in the third it was mezsured acress time and place.
A 4ou-iz study is described in which the ma jor effort has been _evotec
10 ciese'sping a conceptual framework fr literacy skills preparatory
<6 testing.

Soine World Trends

1 is useful at the outset to Uy to oblan a world view of the
extent of literacy. Certain major trends are apparant froen the literacy
survey§ concucted by UNESCO (1972). The fullowing five are
protably the Major ones:
1  The number of literate adults in the world is tisimg. Examination
of Table 1 shows that the stesdy growth in nurnbers of literates in
the twenty years since 1950 3 expected 1o continue for the
remainder of the present decade.
The number of illiterates m'sc contimues to rise and this is
expected to continue accotu.ng 1o the forwa,d prcections to
1980. This trend 8ppesrs to rur Counter 2o the ofd apove but of
course it is esplained by tue exploding world populstion (Table
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3. The rate cf illiteracy is fallir3. Table 1 shows that in 1950 the
rate of iliiteracy was not far short of fifty per cent: after ten ysars
it had fallen to about two-fifths; and after another ten years to
2bout one third. The rate is expected 1o rontinue to fall.

TABLE 1
Estimated Numbers (in millions) and Perientage of liliterate Adulis
{15+} in the world®

Aduilt Percentage
Year Fopulation Literses iHiterates of l:literates
1950 1579 873 700 443
3960 1859 11°4 735 333
1970 2287 1504 783 342
1380 2823 2002 820 230

*Source: Literacy 1965-1971, Parie- UNESCYD. 1872 Projucted.

4. The percemtage of illiteracy differs marxedly in differer: parts of
the worid. In some parts of the world (viz. North America and
Eurcpe) illiteracy has been virtually irradicated: Africa and the
Arab States have the highest percentz2ge of illiterstes: Ciceania
which includes Australia, New Zealand ancd the surrounding
islands has. accerding to the UNESCO figures, an iliiteracy ra%e of
more tham ten per cent.

5. im all regions of the world (including North America. £.urope, and
Oceania) there are more female illiterates than male inliterates.
And in the tasm year period f:om 1960 0 1970 iviitracy aronq
males decreased fasier than among females.

The IEA Surveys af Achievement

On2 of the major difficulties .acounzeres in trs UNESCP lite ~y
surveys is the question of definiticr.. V/hen is an indivicual cons dere
titerate? The chamelecnlice nature of the term is zeen in the varied
definitions inciuded in Table 2. In some countries individuais are
counted as literate if they tive been errotled in schoo! for 8 Jiven
number of years; in cther countries -rno’victuals are simpiy askea if
they are literate. Whnere tests of litzracy are administersd, different
meanings are attached .o “ability 1o write’’, ™a simpie message’”. 'ta
read with understancing’’. Some of the cefinitions n Table 2 go
boyond reading and writing ancd include. for instsr e, ability with
numbers, filling in of forms an3 consulting timetabli.

TABLE 2
Literacy: Som. Deafinitions
{Hiterate — 3 reading ability less than (hat of cn average seven year

oid. 8 l
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Semi-literete — a reading ability between the ages of seven and nine
years. {Ministry of Education, England, 1850.)

Literacy — the ability t r-ad ard write (The Concise O «+d Diction-
aryl.

in many countries a person is considered literate if he has been
enroiied at school for more than two or three years (e.g.. in the
Ur.ited States z person is automaticaily considered literate i¥ he has
attended schoo! for six years regardless of the grade for which he
may be enrolled).

An illiterate is any person ten years of age or over who is unable 10
read or write {(U.S. Bureau of the Census).

in general terms literacy may be thought of as ~receiving and trans-
mitting of ideas through the writien word™". Mure soecifically, “literacy
consists im the ability to write a simple message and 1o read a piece
of prose with understanding’” {Neijs, K. Literacy Teaching for Adults.
Scth Pacific Commission, 1954},

A gerson is diterate when he has acquired the essential knowledge
and skii!s which enable him to engage in all thosa activities in which
literacy is required for effective functioning in his group and com-
munity and whese attainment in reading., writing and arithmetic make
it possinle for him to continue to use these skills towards lis cwn
and the community’s development”’ (UNESCO. 1962}.

“Many people no longer consider the ability merely to read and write
encugh tc make a person truly literate. He must have enough educa-
tion to be able to read, write, and use numbers with seme degree of
skill in order toc meet the dermands of society. The term functional
illiteracy has emerged from the need for a higher level of ability. A
functional illiter~a is one who camnot read and write well enough to
perform any but the most basic tasks (Freeman Butts, Wortd Book
Encyclopedia).

*In an advanced industricl SoCiaty a pesson with less than ten or
twelve years of schosling (s functionally illitersce”” (Cipolla, T. M.,
Literacy aad Development in the West Puangu.t B~oks, 1669).
Functionaily ii.iterate — unable 1> read ot write 2t the level of
simple every diy instructions, fill in forms or consuit a timetable; it
fact., with insufficient literacy skills for survival” {Ccuncil of Adult
Education. The Way Oul. A Pilot Project in Adult Literacy. 1974).
Literacy is the bazic communicat 'n skill that enab'ss the individual
to extend the range of his contact wall beyond his imenediate environ-
ment’” {Harman, D. Community Fundamental Educstion. 1974y,
Definitions of literacy have t.. chamge to meet the demands ~' =
imcreasingly complex society (The E.llock Report. A Languse. .0
Litte, 1975).
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The guestions of defnition, of goals and objectives. were sorms of
the problems that contronted the Iniernational Association for the
Evaluation of Educationat Achievement {IEA) when it embarked on
its cross-national studizs of achievement. These studies (in sciencs,
reading comprehension. literature, Frerch amd English leamed as
foreign languages, and civics), conduct. 1 across twenty-two countries
and involving tthe ceilection of more than one hundred and fifty
million bits of linformation, Lave been described as the largest ever
undertaken in tho field of education (Postlertaite, 1975). The aim
of the reading comprzhension study {Thorndike, 1973} was more than
the testing cf literacy at different age levels; an endeavour was made
to identify the factors contritvsting to differerces in achievement
between countries. between schools, and between students. in the
seven years that this study took to complete, more than haif the time
was devoted to developing the test measures which reflects the com-
plexity of the task. It is not intended to discuss these measures in
any detaif here other than to indicate the three reading test compo-
nems. There «es a reading comprehension test of the traditional
multiple-choice variety. a test of reading speed. and a word knowiedge
test. A rmationd! commintee was set up in cach of the fift=en countries
surveyed. to judme the appropriateness of the tests at the three levels
tested (10. 7%, and 18 year levels) and 10 conduct the try-out testing.
According to Thorndike, fihere was consensus that these tests were an
adequate measure of the educational objectives within each of the
countries, which is an intwresting. finding im itself, although it would
have been useful to have further details of the rationale for selecting
these tacets of reading for testing.

Thmrndike's sur .0y of :=ading comprehersion education has besn
critinize i on certain methodologica: grounds {Dewning and Dalrymple-
Alford, 1974-1375). yet the major achievemen:. of this amd of the
other |EA studies has been the developm.ent of reliable measures that
could be used across languages and across countries. Bloom (1975)
suttirtly sumemed U3 Tne sigmificante of the 1EA studies:

The IEA evaluaticn instruments give an exceliert picture of the state
of evajuaticn and ecucation (chjectives and comtext) (m the courdries
represc»fed in these studies. The evaluation instrumants a'so represent
an international consensus or: the knowledge and objectivé - most worth
learning (Bloom, 1975, p 67;.

While the aim of the IEA has never been to run a kind of ‘cognitive
Oilympics’. the studies do confirm one of the major trends noted in
the UNESCO literacy surveys, namety, the wide gap in educational
achievement between the developing and the diveloped nations of
the world. The IEA studies show what is capatiie of being achieved
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under more idesl sets of conditions and. most valuably. they provice
base-line data for judging the efforts of schools and studenus.

The Questicn of Standards

A majosr paint of Controversy in Austrzlia toda~, znd aisg in
Britz' judging by ™e Bullock Report (Department cf Education and
Science. 1975}, is the question of standards and levels of literacy.
Many employers. parents, pg.iticians, and even teachers. are saying
that the standard of written and spoken Emglish in schec:s is declin-
ing, that students cannot cope with evem simple levels of reading
requi;#2 for their cowrses, thsi schoGi laavers are incapable of com-
pleting job applications properiy. The blame is laid on the schoots
which. it is claimed. have abandored many of i~ waditional disci-
plines in the quest fof relevancy, and are negleczing their task of
teachirg basic skills in favour of self-expression and creativity.

Have reading standards im fact fallen? What evidence is available?
The Bullocik Committee received ma~y submissions on declining
standards in lileracy and in their report is summarized the main
Engi:sh evidenice. 38 Series of surveys conducted by the National
Foundation for Educational Research. In broad terms the data from
thaese Surveys suggestod that for both eleven year olds and fifteen year
olds reading standards improved quite dramatically between 1948
and the early 1960s but that, in *he succeeding ten years, reading
levels ¢ ciined slightly Or, at best. remainsd constant. A one sentence
£ Y can hardly do justice 1 the full-langth chapter contained in
, 1tk Repert or 10 the siudies whizh are summarized therein.
i’ -ort lists m3ny limitations and caveals in interpreting the
tx_ . o thasy pz2iondl ~urveys: the two tests used, both of the
vicemiplate centent- :yPe. were thought to measure only ~a narrow
aspect cf rearung comprehension’’: both tests contained wocabulary
which tendgz 9 date them; the tests faiied to discriminate satisfac-
wriy Zlal fevals of ability; and problems in sampling were evident.

“he ayidence. then. to support the claim that reading standards
are dutlinns gr to refete sich 3 clainn is very flimsy Indead. Cer-
tainay . Ay caddd there are no comparable surveys conducted over
thae 19 fn g any fight on studemts’ achievement in reading. Specula-
tinn . Standards may. therefnre. be expected tn continue. The sac
tuct is tnat a‘though it is known he.” many schools thers are, how
many nillizne of cwbi2cs are gpant or sChnols, how many books per
puni' Where zre, 4nd S0 ON, we do Wit hive any precise idea of the
ety I3 (M gtudants’ schievea.er r§ ties6 0osks, of the tuachers. ©.
*hy duld.ars jpent. it wias in the rno-  +f irswering such questions thist
the FA Cross-pational saiveyn 1y.a ¢ 1ghiv8ily conceived and one of
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the major recommencdations, too, of tre Gullock Riport was designed

to - sOvs. = data to answer such G - .32
A syst.'m of 5, -itoring shoula “oduced which will employ new
instruments to wssess a wider ;. - > allainments than hes been

attempted in the past and allow sriteria fo be estabiished for the
cefinition of literacy {Dep. :mer Education and Science, 1975,
p. 513).

Towards a Functional Defir.su.  of Literacy

The major weakness of the UNESCO literacy surveys is the lack
of a common definition of literacy whereas the criticisms of the IEA
reading comprehension study and of the national surveys cited in the
Builock Raport are thmat the reading tesis were too narrowly con-
ceived. What is needr 1 are new instruments to assess the range of
attainments necessary for an individual to functien in zoday’s society.
The Builock Committee felt that these new instruments (in the field of
reading) shou!d determine ‘“‘whether the child is able to extract
meaning from the page . . . whether he can discern implied as well
as explicit mzaning, evaluate the material . . . and reorganize it in
terms of other frames of reference’’ (p. 38).

Certainly these recommendations imply a wider range of reading
skills than those employed in literacy testing in the past but even
bolder measures seem called for. In th's regard it may be helpful to
try to comceive what it must be like to be illiterate in a modern
urhanized society. Dickens captures some of the f:ustration for Jo. an
illinerate, in Bleak House:

It must ba a strange state to be {:«e Jo. To shutfie thoough the
streets, urfamiliar with the shapes anc in utter darkness as to the
meaning of those mysterious symbc. s, #0 abundant over the snops, and
&t the Corners cf streets, and on the doors, and in the windows. Tc see
paople read. and to see people w-i*~ and to see postmen deliver fetters,
ard not to have the least ider all tr:at languags — to he, to every
scrap of it, stone blind and cumis. It must be very puzziing to see the
good Iompacy going to churches on Suncays, with their books in their
rands. ang 1o think {for perhaps Jo does think at ocd times) what does

all maan, and if it means anytting tv anybody, how comes it that it

i+ .48n8 niothing to me? (Chap. XV1, Vol. 2.

If we were o imagine Jo living in, say, Sydney in 1975 (since literacy
e.aly really lnecomes meaningful within a given society at a specified
time in that scciety’s technclogical development). some of the
mvsteiiods symbols to confrant him might include:

- unemployment forms and situations vacamt columns

— incon:s 1ax forms. medibank claims. insurance contracts

— telephone directories and street maps

— bus ar train timetables. airline schedules

—- street and traffic signs
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— radio and T.V. programmes

— labels and prices in supermarkets

— signs like “Toilet” and “Danger’

—. menus and cafeteria prices

— ipzfructions on medicine bottles and for the use cof twis

— slingans like “Smoking is a health hazard’

As a first step in developing new testing instruments a conceptual
framework that incorporates the reading demands such as those above
is required. A start is underway in this direction in a study being
conducted at the University of Texas (1975) where an attempt has
been miade to desc-ibe the requirements imposed upon individuals in
terms of five general knowledge areas — consumer ecONoOmics,
occupational knowledge. health. community resources, government
and law. Table 3 shows examples of performance requiremer:s under
these five areas for ihe skiil of reading.

TABLE 3

P .rfcrmance Beguirements in Reading in terms of a Set of General
Knowledge areas (after University of Texas, 1975)

Consumer Occupazicnal Health Coemmunity Government
Economics Kauvwledge Resources and Law
Reading a Reading a Reading and Heading a Reading a
newspaper newspaper imterpreting  movie pamphlet on
grocery ad  help-wanted a health schedule an

ad insurance individual's

policy rights after
arrest

Within each of the general knowledje areas the Texas study

id: tified th-ee levels of performence recuirements. !n the area of

occupational knowledge. for instar-;u, tha “i “hy of levels of per-

formance requirements is:

1. goals (2.g.. "to develop a ‘fval ot oc.u” Tionai *~owledge which
will enable adults to secure emsic.L nen. -~ accoidance with their
individual r2eds and inter: 3t

2. obje~tives, which serve to * - the 30ais g.g.. ‘"o identify
§3 e <hemation — Newspaepe 5. radio brpedrasts —-- which
nvad v 0 empaoanent’’). and

3. rasis ..arerme - .o which indicates mastery of an objective le.g..

" ez finsc oo BV sp 27 . help-wanted ad’T).

The Liaadan shecific reguirsments or tasiks in reading are exempli-

fied i Tanle 3 aad are currently undergoing revisior. A similar oxer-

cisu 13 1 pregress with other sk'lls-wrizing. speaking aind listening,
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computation. problem solving. and interpersonal relationships. As a
by-product of the research, it is intended to produce a prototype test
of aduit functional competency (1975, personal correspondence).

The underlying methodology of this last study described has been
to map the competencies an individual needs to acquire in order to
function in a modern technological society. It has Heen recognized
that literacy is not a static concept. thzt it is multidimensional and
largely determined by societal requirements. Rather than attempt then
to define the term, the approzch has been to develop a taxonomy of
perfcrmance skills in communication ‘reading, writing, speaking and
listening). in computatior. in problem sol. ng. and in interpersonal
relations. This approach is in line with the spirit of the Bulleck feport
in its advocacy for new criteria to be established and for a wider
range of attzinments to be assessad.
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ADULT ILLITERACY IN A LITERATE 9
SOCIETY — EXPLANATIONS AND
SOLUTIONS

Brian Preen

The problems of adult i!""“eracy have been evident for a long time
in western society. The sccial slur associated with the inability to
read. spell and write is a old as the practice of substituting an "X" for
a personal signature and while the notcrious King John of Runnymede
may have escaped censure for his literacy disability the same cannot
be said for people of less social standing!l The origin of ‘Christ’'s
Cross’ is one of our earliest records of literacy disability and dates
back at least a thousand years {Mathews, 1866).

Professional concern with the develocpment of opportunities and
facilities for adult illiterates to learn to read is far more recent. While
Grace Fernald's earliest work in 1921 (Fernald and Keller, 1921)
centred aftention on brain-injured and visually disabled soldiers
returning from World War 1, it was nc* until the ’sixties that the
subject of adult illiteracy gained s’gnificant attention from professiona!
educators. Nila Banton Smith writes in her book American Readin:
Instruction,

Reading Instriction,

Up until 13564 adult reading, as we have noted, was concerned with
improving the reading ability of a comparatively small clientele; those
who came to reading centers of their own accord, those who were
taught in the Armed Services, and those who were taught at the
establishments of business or industry. Rezently, however, an entively
new and extensive theater of action has opened up to those interested
in acdult reading instruction. The need for teaching illiterates or
tuncticnal illiterates is_urgent in orde_r that‘ they may bel abla to hold
jobs in a country in which automation is rapidly reducing j¢& sppertuni-
ties for unskilled workere New materials need to be discovered and
additiona! teachers must be found and trained to meet the reading
needs of these men and women. Adult reading instruction is now faced
with its greatest chatienge! (Smith, 1970, pp. 375-6)

Today. the subject of illitesacy in literate societies is beginning to
take uo an urgency that is leading to the development of a new and
valuable study in the tctal development of reading theory and practice
— a trend that is long overduel

Australia has mot kept pace with trends in England, Europe and

-
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North America in so far as our resgcnsibility to adult disabled readers
is cencerned, little research having been directed towards the under-
standing and eradication of the problem. Much work iies ahead in
order ti: discover the incidence of illiteracy in our country, to specify
efficient methods of instruction, and to provide centres where total or
functional illiterates can receive assistance as their needs arise.
Adult illiteracy, as a significant sociological problem. carries an
urgency both for professional educators and for governments and
must not be allowed to persist.

Australian educators and politicians cannot afford to wait for the
results o’ detailed su*rveys to emerge. There is an immediate need for
a concnrted effort to be made by governments, schools, colleges and
universities to solve the problems of illiteracy evident in our society.
The fim.2d work already being conducted in Adult Education Centres,

R~ " atres and Technical Colleges shows that demand for
fitp "5 far outweighs the supply of current facilities.

- of this paper as regards some of the explanations and
Si .¢ uncerlie the phenomencn of adult illiteracy is twofold:

7. 1 our uclleges and universities can train teachers who are well
prepareu and highly qualified in the field of jiteracy methods, then,
within one decade from now. adult literacy can be overcome on
‘he nationa! scene.

2. A ma, -factor underlying the high level of adult illiteracy throug
out the literate world is thie high priority that has been given 10
reading technology at the expense of competent, teacher-directed
instruction. This is not to say that technology has no place in the
remedial program, but too often teachers hzve abdicated their
responsikiilities and professional integrity to the machine. We
cannot afiord t> downgrade the importance of teacher-initiated
instruction, for, if we do., the problems s# adult illiteracy will
increase.

This paper attempts to initiate discuszion on the phenomenon of
illiteracy in a literate society by exploring tnree important questions:
1. What statistical evidence is available to provide an understinding

of the incidence of adult illiteracy in various literate countries?

2. What explanations are there for this sncial and educational
phelomenon? :

2. What ar2 some of the possitie solutions that may be lopted to
cembat this problem in Australia?

First, howaver, it is necessary to sharpen the parameters of the set
topic. What is meant by the widely-used term, ‘ifliteracy’? The
UNESCO Committes on the Standardisation of Educational Statistics
defiras 2 !iterate person in this manner:
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A person is literate when he has acquired the essential knowledge
and skills which enable him tc engage in all thcse activities in which
fiteracy is required for effective functioning in his group and
community. (UNESCO, 1971)

A national survey in the United States on ‘Adult Functional Com-

petency’ conducted by the University of Texas at Austin, defines
literacy competency as the ability to attain the following tevels in
regard to social functioning:

Consumer Economics: ALility to read a newspaper grocery ad.

Occupation: Ability to read a newspaper help wanted ad.

Heatlth: Ability to read and interpret a health insurance pciicy

Community Resources: Ability to read a movie scheduls.

Law and Government: Ability to read a pamphlet on an individual's

right after arrest. (Univ. Texas, 1975.)

For the continuing discussion in this paper the term, ‘fiinctional
illiterate” has been adopted and refers to those people in the society
over the age of fifteen who are unable to read well enough to meet
the socia! and personat responsibilities embodied in *he above

definitions.

Statistics

UNESCO has aiways been active in its attempts io understand.
explain a.-d remedy world-wide problems of illiteracy. The results of
this work show that illiteracy, on a percentage basis. is beginning to
fall although the actual incidence of illiteracy is increasing (Gold-
stone. 1971). ihis is to be expected with rapid population increase in
non-literate countries. The statistics indicate a slight reverse trend in
literate societies, that is, a lownward tendency in both percentage
and incidence of illiteracy over the period 1960-1970. It may be
assumec that the relatively slow population growth and better educa-
tional facilities in literate countries are responsible for this.

These statistics, however, may be misleading as they refer to
totally illiterate people and may not present the full picture of reading
disability in literate societies. Evidence relating to functional illiteracy
is nnt nasily obtainable but the available statistics cast some degree
of concern over the whole subject of reading instruction in today’s
schools. A statement taken from the United States Office of Education
Reading Seminars Pamphlet. May 1971, deciares:

The facts about reading failure are abundanily clear; over eight
million school age childrem are not learaing to read adequately. 16%

of the enrolments in grad: 1 through 12 require special instruction in

reading. In most large city schoal systems . . . at Ir.st half the students

are unable 1o read well enough to handle - issigrments. Each year

some 700,000 youngsters drop out of p. ~00pt Studies show that

the average drop out is at least twu ye. . . i his age group in
33
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reading and other basic subjects. There are more than three million
illiterates in our aduit population. About 18% million Americans lack
the practical reading skills necessary to comptete simplified application
torms for such common needs as a driver’s licence, a personal bank
lean . . . (U.S. Office of Education, 1971)

If the above statements are true, it is possible to conclude that

approximately 9% of the adult population of the United States is
functionally illiterate. In a society -that places such a heav-r emphasis
on literacy the above figures must cast a large question i . X over the
theories and practices adopted by today's :chools in reading
instruction.

A still more alarming statistic is to be found in the survey on
"Adult Functional Competency’ conducted by the University of Texas
(1975) which claims that approximately one American adult in five
is functionally illiterate.

Explanations

Under this heading. this paper aims to take a comprehensive, but
necessarily brief, look at the major reasons for adult illiteracy in
literate societies. Five =xplanations are isoclated for discussion:
Inadequate Instruction in the Schools

It is quite clear to anyone working in a remedial reading program
with adults that inadequate school instruction is a significant cause of
functional illiteracy. Data collected from pretraining interview sessions
often reveals the stark fact that adult disabled readers can trace the
origin of their reading problems to unfortunate., early schoo! expari-
ences. Four problem experiences re-appear consistently:
Lack of Rezdiness for Reading: This prchlem is common to almost
every adult non-reacer. The notion that all children are ready to read
at 8.5 years of age has been largely responsible for the high incidence
of adult illiteracy, despite the fact that Gates exploded that disastrous
theory as far back as 1937. He wrote,

Statements concerning the necessary mental age at which a pupil
can be instructed to learn to read are essentially meaningless. The age
for learning to read under one program, or with the methe "> employed
by one teacher, may be entirely different from that raquired under other
circumstances. (Gates, 1937, p. 503)

Children who come from homes where books are not read will

not have learned to value reading and. in turn, will be at risk in the
traditional ‘beginning reading’ program. Such children may not be
ready to read until the prerequisite skills for the task have been
developed at an age well past 6.5 years. Conversely. other children
tearn to read well before 6.5 years. Readiness is far from being a
static concept and educators must recognize this fact.

Nevertheless, a significant number of adults is functionally illiter-
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ate today because they were forced to begin the ’learning—to'feacI
procass well before they were ready to cope with its demands- .
Large Classes: Most Australian children go through their schoolmg
years in classes with a teacher-pupil ratio of 1/30. This means drat
the teacher’s time will be evenly divided among all her pupi’s with
the result that those who exhibit any form of learning diggpilily may
not receive the individual attention necessary for reiadiarion: Th,"s'
many children with reading problems grow into aduits w th reading
problems and enter the wider community with littie hopa of ¢ \
ing their disability. What is worse, is that they are kkely 10 pia™me
themselves for their disability and suffer personality problems 2% e
result of failure.

Too Few Specialists in the Schools: By comparison with gome ©
seas countries Australian schools have been far too sfow in
training of specialist reading personnel. The North Amerjcan o
tional authorities have demonstrated clearly the most appropﬂate
organization of such personnel in the schools. In most schoot systoms
with an enrolment of 300 or over, there is an otganizational strycture
for reading instruction such as the follewing:

ver-

yca-

Reading Director

! Reading Consultant
L

| -
Clinicians —~ | Specialist Teachers ._I Teacher Aide? I
—_—\/—/—

Members of the reading development teams are usually well-
trained and qualiiied to teach reading and assist classraom teachers
at alt levels of schooling. There is no such planning in Australia, wh?re
remedial reading teachers are too few to meet the demands of reading
disability.

Lack of Instructional System: There is not only one system by which
reading can, or should, be taught in schools. There are as many
systems as there are dedicated and thinking teachers, bgcause read-
ing is taught best when teachers adopt programmes Ssyjted 10 the
needs of the children and follow these through in a systemati¢ and
professional manner. There is also a need to relate the work of one
department (e.g. infants) to that of others (e.g. primary), Theré
need for systematic follow-through of reading instruction from year to
year until a child becomes an independent reader. Many probléms
arise from inconsistencies in this regard and often disapled raﬂders

101

96

o

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

experierce as many cifferent systems as they have had years of
schooling. resulting in many urnnecessary literacy problems.

Inadequate Tertiary Training of Student Teachers

A large portion of the responsibility for adult functional illiteracy
must be directec towards the tertiary institutions — the teachers’
colieges. colleges of advanced education and universities. In the past,
very few such institutions have offered adeguate courses in the
teaching of developmental, corrective and remedial reading. The
strange dichotomy has existed in New South Wales and in other
states, where students enrolled in Infants’ Courses were given training
in the theory and practice of ‘Beginning Reading’, while students
taking Primary Courses received training in ‘Reading Development and
Improvement’. This procedure rested on the rationaie that children in
infants’ schoo! needed to learn to read while children in the prirmary
schoo! required only developmenta! skills. This assumption that
children could read by third grade was fraught with dangers for the
siower children and those with learning disabilities for often they
were placed in the charge of teachers who were inadequately trained
to cCeal with their reading problems.

There is a need for tertiary institutions to offer undergraduate and
post-graduate courses in all aspects of reading theory and practice.
The trends in this directiocn over the last five years have been pleasing
but more training and facilities are still required. Post-graduate
diplomas and degree courses in Reading, carrying rigorous intern-
ships. must be available through our tertiary institutions so that the
schoo!s will be adequately equipped to deal with chitdhood disabilities
whith so often result in aduit illiteracy.

Inadequate ‘Catch-up’ Facilities in the Wider Community

It is generally accepted among reading researchers that. once a
child has left school with a severe reading disability, it is most
unlikely that assistance will be available to help him eradicate that
difficulty. There are only a few vocationa! and community ‘catch-up’
tacilities to help these unfortunafe citizens to learn to read. Literacy
centres must develop and be staf¥fed by highly qualified personnel in
crder to provide day and night services to those in need. In turn,
empicyers must accept the responsibility for drawing to the notice of
their employees these services available at literacy rentres. Unless
‘catch-up’ facilities become available, thousands of Australians will
continue to be deprived of opportunities for greater persoral and
vocational develasment.
Inadequate Community Concern

Western society i3 a computitive society: the notion of the self-
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made man has been with us for a long time. This part of the Austra-
lian philosophy has helped to provide a stereotype of the leaming
disabled person as being inferior, slow, lazy or uncaring about his
plight. while lack of social and vocational advancement is seen as the
result of his own inertia. This unfortunate attitude widens the gulf
between the adult illiterate and necessary instructional help and. in
the past. little practical educational assistance has been given to the
adult illiterate. Even where technical colleges have offered non-
academic qualification courses, the adult illiterate has suffered
because so many of these have been offered through correspondence.
automatically excluding those who could not read.

Inadequate Professional Concern

Professionals at the tertiary level have shown little concern with
the problems relating to adult illiteracy. As indicated above. the
subject was given little, if any, emphasis in tertiary institutions before
the early ‘sixties. There have been ro whole-hearted efforts to isolate
causal factors, determine the social implications of illiteracy and
locate effective instructional strategies. There is a pressing need for
colleges and universities to launch research programmes and to
train high-quality graduates to work with the functionally illiterate
members of our population.

Solutions

Underlying this paper is the firm belief that solutions to the
problems of adult illiteracy in Australia are within our grasp if we
give heed to the following courses oi action:

Improved Teacher Preparation

To reiterate, better training of teachers is necessary if the problem
of adult iliiteracy is to be overcome. With regard to this training it is
essential that tertiary institutions adopt the following principles and
procedures.

First, training in reading should be improved at all leveis of
schooling. The absurd status divisions among departments must be
overcome as all are complementary parts of the sar3 continbum as
far as reading development is concerned. Teachers must understand .
what happens in every stage of reading development as well as being
proficient in their own, while instruction at all levels of schooling
must receive the same status recognition from educational authorities.
Tha development of later reading skills will only be as good as the
quality of fundamental skilis laid down during initial instruction.

Second, tertiary training in the future must be inservice as well
as pre-service. it is no fonger acceptable to expect trained teachers to
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keep up with current trends simply through their own reading: teachers
need assistance 10 make sense of the plethora of publications available
today. Research findings must be communicaied to classroom
teachers. In the face of the statistics relating t> the incidence of
illiteracy in the Western world, schools must demand of their tertiary
institutions a greater contribution to classroom teaching.

Third, training ought to be aimed at producing highly competent
classroom practitioners. One of the errors of teacher training over the
past few decades is that the personal development of the teacher
takes precedence over the development of his professional skills. it
has been said that "how-to-do-it" courses have no place in college and
university training. but Australian educators must reassess their
position so far as teacher training is concerned. !f so—calied "how-to-
do-it’ courses assist aduit illiterates to read, then they must have a
place in every teacher training course.

Fourth, teacher training institutions must permit students to elect
to take courses in ‘lLiteracy Methods for Adults’. An experimental
projert being conducted at the Armidale College of Advanced Educa-
tion. where thirty students are participating in a final year course
entitied ‘Diagnostic and Remedial Reading for the Adult llliterate’, is
proving most successful. Students are engaged in an internship where
they are teaching adults to read on the basis of one student to one
adult non-reader. As well as lecture requirements, students work
their internship un the basis of three hours’ practical instruction per
week. Adults are learning to read, college students are learning to
teach reading to disabled students under careful supervision, and the
skills acquired in this internchip appear to transfer adequately to
classroom reading at all levels of schoolirg.

High Quality Teaching in the School Situation

Teachers of the future will need to graduate from tertiary institu-
tions with the following skills:
Diagnostic Skiiis: During training the skills of precision dliagnosis
must be acquired so that specific strengths and weaknesses of dis-
abled readers can be detected. Knowledge of a student’s strengths
enables 3 teacher to design a remedial programme which can start
imstruction at the learner’s level of ability and thus provide immediate
success. Knowledge of a student’'s weaknesses indicates clearly to
the teacher what must be remedied to ensure the development of
efficient reading skills.
Remedial Skills: A rich legacy of remedial techniques and strategies
has aiready been provided by the scholars, teachers and researchers
of the past. From Grace Fernald's work in 1921 to the principles out-
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ined by Donald Hebb in the iate ‘sixties there have been established
all the techniques and strategies necessary to teach reading ade-
quately. The fact that we have so many disabled readers in our schools
and so many ijlliterates in our society demonstrates that we have
failed to learn from our rich heritage! Tertiary courses of the future
must acquaint teachers with the firmly established principles of
remediatior in reading as well as to search for more precise methods
of instruction.

Superviscry Skills: Every schoo! requires a team of reading specialists
to help direct and supervise the teaching of reading. By supervision,
it is not suggested that classroom teachers be spied upon in the
ordinary pedagogical affairs of the teaching day, but that guidance and
assistance bo provided for teachers who are faced with the problems
of teaching re :ding. Guidance must be offered by those professionals
who are thoroughly trained and specializing in reading theory and
practice. This type of teacher assistance could well enable schoolis to
make significan’ iaroads into the problems of reading disability.

Adequate Community Services

Adult illiteracy. whether tota! cr functional, cannot be challenged
within the schools alone. We have a responsibility to the present adult
generation as well as to children. As suggested above, ‘catch-up* and
referral agencies must be developed where adult illiterates can receive
advice about their literacy problems. Before such agencies will be of
any use. however, they must be complemented by teaching centres
where high quality instruction is available to any needy person:;
centres based on the models offered in the Adult Basic Education
Colleges and the Community Colleges in the United States would be
successful in Australia. Such centres should be established in the
technical or Further Education colleges throughout the country and
staffed in such a way as to permit services to be offered during the
day or evening.

Conclusion

The problem of adult illiteracy in Australia can, and should, be
challenged in the immediate future. This challenge should come from
every phase of the educationa! machine — ‘he schools, tertiary
institutions and further education colleges. If such a challenge is
supported by governmental assistance, then we have the adequate
professional skills and facilities to solve our own problems within a
decade. For the good of so many unfortunate Australian illiterates fet
us take up this challenge now!
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LITERACY FOR ADULT ABORIGINES 10
Eirlys Richards

Have you ever thought of describing the writing of the letter a in
this way:

‘1 tcke the pencil around from the south over the top. then around

in the north, then down to the bottom. around to the south, then

up. until they join up. Then I take it back down to the bottom.’
I hadn’t until 1 began teaching literacy to the Walmatjari Aborigines at
Fitzroy Crossing. To a people whose whole life is direction-oriented,
it was the most natural way to describe this process of writing a, and
all of the other letters which were involved in this new skili of putting
language on paper. -

The People

The Walmatjari are a desert tribe whose original country is the
Great Sandy Desert, south of the Kimberley area of Western Aus-
tralia. Today it appears on the surface that the Walimatjari have
acculturated. but there are many basic values and attitudes of their
own which are retained and which reflect a world view that obviously
has its foundation in their pre-contact life in the desert. Language is
an expression of this.

For communication with Europezns and Aborigines of other tribal
groups, all aduits speak English to some degree. but Walmatjari con-
tinues to be their most fluent and comfortable means of communica-
tion with each other. Most Walmatjari adults beyond the age of
twenty-five years, have not been through the Government education
system. It wag for this non-literate adult group that we developed a
set of primers to teach reading and writing in the Walmatjari
language.

The men and women whom my co-worker, Joyce Hudson, and |
taught were in ‘the thirty to fifty years age bracket. Selection was on
the basis of interest. Motivation was strongest among those whose
chief interest was to read the parts of the Bible that had been trans-
lated intc Walmatjari.

Two observations can be made at this point with regard to literacy
for this group of people:

1. Becauss they are a people whose traditions were only oral,
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they have excellent memories. This proved advantageous for
any memorization of sight words and phrases, but a hindrance
to the recognition of relationships between syllables and the
discovery of new syllables on the basis of analogy.

2. Books had never been part of the Walmatjari culture. They had
seen people read from English books, but they did not know
what process brought words to the lips of the reader. We
knew that pre-reading skills had to be well taught before the
primer was begun.

The Language

To understand what was involved in teaching Walmatjari literacy,
the language should be examined {Hudson and Richards, 1969).
There are seventeen consenants and six vowels. They are p. t. 5. k, rt,
m, n, ny,ng, rn, L1y rl, w,y, rr. r, a, aa, u, uu, i and ii.

Unlike English, it is a phonetic alphabet; i.e. the symbol{s)
assigned to each significant sound in the language consistently repre-
sents that sound. This makes for a minimal number of items to be
taught in the equipping of the pupil for learning to read. The smallest
unit of the language that can be isolated is a syllable as neither the
consonants nor the vowels can be pronounced in isolation. Therefore,
in our primer lessons, the syilable was the smallest part of a word
that could receive focus in the teaching of the relationship between
sound and symbol.

All languages have restrictions as to where certain letters can
occur. In English, ng is restricted to the word final or word medial
positions. It never occurs word initially. In Walmatjari, consonants rr
and Jy and all vowels cannot occur word initially. The consonants m
and ng cannot occur word finally. This meant that in the teaching
material, syllables beginning with rr, Iy or vowels, or syllables ending
in m or ng should not have been isolated because the pupils could
not normally pronounce them. However, this is an area of teaching
which continues to pose problems.

Walmatjari is a suffixing language. The meaning or function of a
word is modified by suffixes. There may be as many as four or five
suffixes in addition to the stem of the word.

e.g. nganpayiwarntiwarianyjangka ‘from the other men’

nganpayi - warnti - warlany - jangka

man plural other from
This means that there are very long words which need special focus
ir teaching.

fOna further aspect is the almost free word order of the sentence,
except for one class of words which generally follows the first word
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of the sentence. e.g. the Walmatjari sentence meaning ‘The man
carried tha child’ can be written in the following ways:

1. Nganpayirlu pa kanya yapa.

man {subj.) he-him carried child {obj.}

2. Yapa pa kanya nganpayiriu.

3. Kanya pa yapa nganpayirlu.

4. Nganpayirlu pa yapa kanya.
This means that the pupil. when reading sentences and stories has a
rminimum of contextual clues from which to make educated guesses
based on his knowledge of the language.

The Matlerials

Before any literacy teaching could begin, primers had to be made.
We therefore set about constructing a series of books which took the
pupi! gradually through all of mbois and many of the suffixes of
the tanguage. The method i ctic and was developed by
Gudschinsky (1973). late Internatidk! Literacy Co-ordinator for the
Summer Institute of Linguistics. With this method. the pupil learns
one strategy for sounding out content words (nouns. adjectives, verbs
etc.), and another for recognizing the grammatical devices (preposi-
tions affixes. etc.j as sight pieces in the context of a word. phrase or
sentence. Graded story material is included in each unit with a heavy
emphasis on it being linguistically correct (but not simplified). cultur-
ally accurate and relevant, and interesting.

In the early units of the first primer. the stories are not as interest-
ing as we would have liked. Our choice of letters to be taught in the
initial lessons. just would not produce the most exciting stories.
Otherwise the method was followed quite closely. Learning to write
was part of each literacy lesson.

Over the past five years, we have prepared experimental drafts,
testing them. and incorporating changes in each new edition. We
were glad to invelve a Walmatjari man. Mr. Peter Skipper, in the last
edition. He is a graduate of an earlier class, and provided most of
the stories. Materials did not stop at primers. Over the years we have
gradually amassed about fifty post-primer booklets. These include
stories told by Walmatjari people and transcribed from tapes, those
written by some of the newly literate. and others translated from
English. The subject matter booklets includes experience stories,
customs, legends and translations of both secular and religious
material.

Classes
Between 1969 and 1974, we have held five literacy classes. There

109

104



O

ERIC

Aruitoxt provided by Eic:

have been as few as two and as many as seven pupils in each. Four
have been strictly for men and one for women. Three others are
currently being held in another Walmatjari community. In each case,
another member of the Summer Institute of Linguistics team or | have
been the teacher, except for a month or so when Peter Skipper, under
supervision, took over the women’s class. The venue has been out-
doors in the shade -house on our property, at first, and later in the
grounds of the local school. Though we encouraged the setting up of
a class place in their camp area, the idea was rejected on the grounds
that their children would be too great a distraction there. From one to
three o°clock in the afternoon is “siesta time’ in the ‘north’, and this
was the time the men elected to come for the class. The women on
the other hand were free to come at ten o’clock each morning. One
very keen men’s ciass felt that they were not moving fast enough with
one lesson a day and began coming for an hour after breakfast as
well as the afternoon session. Each class lasted from one to one and
a half hours.

The situation was informal. Seating was on the ground, the most
comfortable position for most (though not us). We used blackboards,
printed charts of the primer page, flash cards of words and syllables,
pocket charts and small individual syllable cards for word building;
individual primers and exercise books. We attempted to give all
instructions and teaching in Walimatjari. We have developed a 'patter’
or speech routine for introducing the various paris of the lesson. This
s a crucial part of the teaching.

There was also a need for new vocabulary to be found to cope
with the naming of such things as pencil, chalk, letter, syllable, word,
line and page. The pupils have often surprised us by their choice of
terms. For example, a letter can be referred to as a person. The letter
p is said to have a big stomach. A square or circle drawn around a
word or syllable is a yard (cattle yard).

Problems

When outside agents set up a learning programme, as we have,
for people of another culture and language, there are sure to be certain
problems. Though we have spent much time studying their language
and culture we continue to be amazed at what the Walmatjari sees as
logical and likewise his non-comprehension of what we consider
logical, when we apply the logic from our own culture to the experi-
mental primer lessons. For instance, during one of the classes, it was
discovered that our reference to the beginning and end of words was
back to front. In Walmatjari, the beginning of the word is called the
back part and the end is called the front part. They see it this way
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because, as we read along from left to right, the end of the word
{the front part) is towards the direction of our eye movement. We
have adjusted the vocabulary and now refer to it in this way. Imagine
the hindrance this must have been to the pupils of the earlier classes,
and how hard it is for us to remember, while pointing to the last
syllable, to call it the first. .

Recognition of pictures has not been as we anticipated. For
instance, the focus point of a picture is not necessarily what we
expect. To the Walmatjari it may be an obscure object in the back-
ground, and the whole purpose of the picture is lost. An animal is not
necessarily identified by the shape of its overall body, but by the
shape or position of its ears or limbs. In one picture of a bullock
lying down, the European artist drew the ears flattened back on the
head. This was endugh to make the Walmatjari identify it as a donkey
running. This of course, highlights the need for:

1. indigenous artists to illustrate the stories, or

2. the teaching of the reading of pictures.

As the pupils are ex-desert dwellers, trachoma has left its mark
on their vision. One or two can only see the printed page with a good
deal of positioning of the head and squinting. The size of the print in
books is not as important as boldness and clarity of letters in relation
to their distinctive features.

We are learning that continual daily classes for months on end is
not as conducive to learning as short concentrated periods inter-
spersed with breaks.

Men have proved by far the best pupils. They work harder at the
task and regard the whole idea of reading more seriously than the
women. This is to be expected as in the Walmatjari culture it is the
men who are involved with the important decisions for the com-
munity. As women teaching men, we had a few problems. It was a
most uncultural arrangement, but because we were offering the
literacy that they badly wanted, we were accepted. It was a very low-
key teacher role wo had to play. On the occasions when only one man
came to class, it became a discover-for-yourself lesson, with prompt-
ings without fuss from the teacher where the material was new.

Where to From Here?

All that has been done in adult literacy so far has been on a small
scale and experimental. The twelve adults who have learned to read
continue to read independently from the Walmatjari post-primer books
which are available for purchase. Some are enjoying using their
writing skills by writing letters to fellow-literates when they are away.

For further adult literacy at Fitzroy Crossing, we are planning to
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help equip some of the men and women to do the teaching. Some
have shown interest In this and one had shown ability in the class he
has taken. It would be short-sighted to consider literacy only in the
vernacular and so a transition programme from Walmatjari to English
literacy is also in the planning.
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READING ENGLISH AS A SECOND 11
LANGUAGE

A.H. Kerr

Reading is essential to schooling as we know it. Indeed if present
trends to individual programmes and contract learning in open class-
rooms continue, reading will be even more important in the next ten
vears than it has been in the past. Migrant children on the whole,
however, have the greatest difficulty in learning to read a language
with which they are unfamiliar, and the majority of them in later years
are severely hampered by weaknesses in sustained comprehension of
anything but trivial material. My aim in this paper is to examine some
of the major difficulties that confront migrant learners in order that we
may develop some kind of a strategy for better attack on reading
English as a second language.

Theoretical Background

~ahal’’ some may say, here comes the academic to confuse the
issue with his impractical theoretical background. Let me say at the
outset that | am not a dealer in the kind of theory often defined as
*what everybody knows expressed in language that nobody under-
stands’’. | see theoretical background as a kind of framework that
allows consistent and useful interpretations to be made by facilitating
the integration of several views of a problem, views which might
otherwise only add to confusion.

In relation to reading English as a second language, ! want to have
a framework that allows us to take an overall look at such diverse
things as sound systems, alphabets, spelling systems, vocabulary.
structure. and cultural differences. But all are part of reading and must
be taken into consideration.

One of the most useful recent contributions to understanding
language behaviour, including reading. has come from the communi-
cations field. Current definitions of language tend to be couched in
terms like the following:

“Language is a system of human, vocal behaviour, culturally
acquired, for the purposes of transmitting information.

(Cornfield, 1966, p. 6)

Although Cornfield’s definition refers to speech, we can quite easily
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extend it to include reading. It stresses langusge (and riading) as
systernatic behaviour, tearnt within 3 particular culture, which Is used
to vansmit information. This function of transmitting information
allows us to borrow a helpful thecretical background from comniunica-
tions theory,

Shannon and Weave. {13493} propesed a rwde! of 8 communica-
tion systern 1o halp with an oversil view of telephonic signal trans-
mission (Figure 1). A source [speskes’ produces 8 message in the
form of sounds, which are encoded ss #lectric signa's passing along
a2 wire (channel). Noise is intarference in the channsl, Signals are
decoded by the teisphone receiver snd the reconstituted messsge
reaches its destination {hearer).

SOURACE
i
TRANSMITTED TRANSMITTER
SIGNAL (ENCODER)
-
CHANNEL  «. .  NOISE
!

» !
v

KECLIVER

{DECODER'

4
i

A4
DESTINA
TION

RECEIVID
SIGNAL

FIGURE 1.

A GENERAL COMMUNICATEON SYSTEM (sher Sharmon and
Weaver, 1549)

Shammaon and Waaver's mede! wes soon sopied In eress other
then Cormmygricstion enginsering. amd In pertic. ter has been adapted
o8 8 model fer WrOUEge cormymumicst.on between peopie. Figure 1
thews 8 "Quege cormmurication model prepesed by Andersen
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SOURCE SYSTSEM
Writer or Speaker
SOURCE-ENCODER

v

MESSAGE SYSTEM NOISE SYSTEM
Printed Words . Interference
or with the
Spoken Words message

{
{

v
RECEIVER SYSTEM
Reader or Listener

DECOOER DESTINATION
FIGURE 2
LANGUAGE COMMUNICATION MODEL 4atter Arderson, 1969)

Andersom’ s mode! sees the origination and reception ef messages
a3 encoding decoding functions i tramemitting information. A writer
(source encoder) encodes his thowght and produces 8 written mes-
sage The roise can be sy kind eof interference with the messsge.
When the message is received by the reader, it must be deceded. | e,
tihe reader mws? sttermst te derive from it the meaning intended by the
writer For this to happen there myst De & cormmunity of sxperience
between writer and reader. They must associaste the same meanings
with the signals used.

I* is at this poimt hat the model i3 ussfiyl te us in comsidering
reading English as & second tanguage As far a3 the migramt is com-

@ First. the messade systemt. Does the migramt krow the code

beng wsed, i e  does he understand the larguasge. s sounds,
vocabu'ary and syrtaal Also. is he ‘amiliar with the way n
which the code s recorded | e . is e familiar with the Emglish
phatet ard speiling system?

11§
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® Second. the noise system. Can the non native reader. for
example, cope with interference from h's own language by way
ct its sound system or grammatical structure?

® Third, the encoding decoding correspondence. s there 2

sufficiently broad community of experience for the non-native
reader 1o decode from the message the same information
encoded by the writer? is the reader sufficiently familiar with
the second culture 1o be awara of culture bound aspects of
the language?

The specifc dfficulties of the non-native speaker trying to read
£ng'ish can be seen in perspectiya by reference to the mode!. And we
as teachers may find help ir developing techniques to cope with his
difficulies 1f we see how a!l those difficulties interact in the com-
munication process | inters therefore to look at a8 summary of the
difficulties of the non-native reader as seen by Modianc (1373) and
then to see how they fit tomether by reference to the model

Oifficultiss of the Non-native Reader
Ptomic Approach

Modiano (1973) looks at the task that taces the non native resder
w the Classtoom. imagine first that the teacher uses the phonic
aporoach This sssumes that in order merely to resd wards aloud, the
megrant must be abtie to

1. disunguish all the sounds of English.

2 recognire 3l the letter shapes,

3 sssociate wach sound with a letter or combinstion of letters,

and

4 scan the page m 3 left to-right, top-to bottom sequence
The s 8. however, Mo Quarantee that 8 migrant child witl be able to
do all or any of these basic things.

First. as far as the sounds are concermed. every language hes its
cwn patterns of sound contrasts snd no two languages sre the same.
Lrvguists sre swars of this, but most reading teachers are not.
Speshers of Romance anguages wiil not be able to hear the difference
between the vowe! sounds ef ship  and “sheep” . Speakers of Hindi
wifl otgrpret the & of ka3 beng differert 10, the & ef “skin”.
Speakers of Greed will contuse the promunciation i “day” and die’ .
The reason is that thwough torg yesrs of practice we 3l tend 1o imter-
pret the sounds of ather langusges i the sarme way 23 we imterpret
those of owr own Teachers showld therefore become swere of the
diBerget phomerwc {sourd) structures of the lsrgueges of their
studerts. See Greenterg (13681 and Ervin-Tripp (1970} for surveys in

L] o
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alphabet or writing system. Russiang and some European-may be
used to the cyrillic alphabet in which *-p- is sounded a3 our "R and
“CT as our S, for exampie. Greeks have ancther alphatet, Chinese

sound symbg) relationship of their own language.
Fourth, while most pecple wiil $<an a page of print loftzto—rigm

#nd top-to-bottom. in many cases teachers will not be abie 1o make

that assumption and will have to teach our normy| scanning

sequences.

only at the Tgrunt and pont’’ jevel.
But what if child, oven wnder all thege difficulties, does isarn
by rote to bark #t words'. Therg g much evidence to show thet peopile

MHigher Level Saitig
: wmd‘ﬁcu&iu Mrmtmv\ephmmcmmb
word spproaches 1o read&ngfovnmnatm Modians turng
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She cites a quite large body of research, suggesting that comgre-:
hension is influenced by two rnajor factors. The first, accounting for
about haif of the variance, is xnowledge of vocabulary. The second
tactor is not easy to identity unequivoc:lly, but seems to be closely
related to verbal reasoning and knowledge of grammatical structure.

it has long been obvious to language teachers, even without hard-
line research, that knowledge of vocabulary is @ xey factor in reading.
fFor hundreds of years teachers have urged students to extend thelr
vocabulary and anyone with a timited vocabulary is at an obvious dis-
advantage in reading.

The second factor related to grammatical structure has been seen
by a number of recent studies reported in Modiano (1973} to provide
vatuable cues in the reading process. Stewart (1963) even attribulz3d
the reading failures of many negro readers to lack of mastery of
standard English syntax. Most foreign language teachers are also
aware of the difficulties taced bv students without an adequiate
rnowledge of the way in which gummaﬁca\ atructure signals meaning.

These two factors have been described Ly the finguist, Fries
{1963). in idemtifying three layers of meaning in language. The first
wwo were the texical {or vocabulary) meanings. and the structural {of
grammtial) meanings. In addition he noted & \ayel of sociocultural
meanings arising from a common sociecultural experience.

All these factors seem to militate against the success of the non-
native speaker in reading. Lack of axtensive vocabulary hampers bis
comprehension of key concepis. ignorance of structural signals pre-
vents the graspi™g of relationships cued by grammatical means. Lack
of an understanding of the sociocultural background precipitates many
misunderstand ings.

The result is in most readers 3 large credit balance in frystration
and failure, a large debit balance in satisfaction and success. Early
and continued failure at reading is a strong negative motivator that
has ensured that thousands of migrant children in Australia have
rever reatized their potential.

Deficits and interference

If we refer back to the language communication model. we can see
thow all ths dificutties taced by non-nalive speakers jnteract in ham-
pering reading.

First, thers are certain deficits. i we consider the message system
separately. it has a certain number of components. These are the
sounds of the language. e gymbols by which these are recorded in
writing and above all the internal structure of the language by which
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meanings and relationships are signalled. The non-native reader
suffers deficits in all these areas. and the smaller is his mastery of
the language the greater are his difficulties.

Second, thera is the problem of interference. This is the noise
component of the model. Every aspect of the message system of
English has some kind of corresponding aspeCt in other languages.
Some of the correspondeaces are quite close, but some features are
remarkably different and the interferences can be great,

| have already mentioned the sound system of languages and how
we tend to interpret the sounds of all languages in the same way as
we interpret those of our native tongue. This is not just 8 matter of
using sound quality to differentiate meaning. In many languages the
pattern of stress and intonation serve to signal differences in meaning.
In tonal languages the same word said at four different pitches could
mean four different things. Such people learning English hava difficulty
using intonation tn signal questions rather than the meaning of
Individual words. The difficulty is further compounded by the fact that
in ordinary writing and printing we have no way of indicating
patterns of tonation and stress.

There ‘s interference too from the written signal system for many
People. If he is used to one spelling system, say French, the reader
wili already habitually associate certain sounds with certain letter
Combinations. He will, for instance, associate sounds similar to the
English word ““air’’ with the letters er, while we commonly read them
to rhyme with ““fur’’, The French reader through years of practice will
regard ent on the ends of verbs as silent letters. This Is not much help

when he tries to read “‘went’’, “invent’ and so on.

A much more significant interference will come from the structural
pattern of the language code. There are many languages, like Turkish
and Japanese for example, in which word order is so different that
speakers of those languages have the greatest difficulty in interpreting
the sequences of English.

Finally, we must consider the whole encoding-decoding process.
Even if we assume that the non-native speaker overcomes the difficul-
ties with sound, symbo! and internal structure of the code, can we be
sure that he will decode from the message the same content as the
writer encoded? Language is a culture-based conventional code. For
communication we have to rely on a ¢ ymmunity of experience among
users of the language to ensure comprehension. Unfortunately we
cannot assume that people from another culture will have that com-
munity of experience that we take for granted in other speakers of

English. 1 1 1
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Strategles for Teaching Reading

There appear to be two basic strategies for avoiding the frustra-
tion and despair flowing from deficits and interference. 1 will mention
these briefly.

In the Americas there has been 2 marked move to avoid both
deficit and interference by teaching people to read first !n their native
language. This means that in the beginning stages the reader does
not have to cope with learning to read a language with which he is
not familiar. Also there is no question of interference from a language
with which one is more at home.

Modiano reports two projects in which the native language of the
group was accorded equal status with the official language. Reading
was taught first in the native tongue. Orata (1953) reported that
schools had much more influence on fiomes when the children were
enroiled in a programme that gave status to the native language as
well as English. Modiano (1968) reported that literacy levels were
much higher in communities where the schools offered bilingual pro-
grammes and taught reading in native tongues than in communities
where all instruction was in Spanish. The results seem to indicate that
people who first read competently in their own language have less
trouble when they later come to read another language.

There is evidence in Australia that this kind of programme is
gaining support. Rado (1974) reports a conference on bilingua! edu-
cation at Latrobe University. in some Melbourne schools there is a
well-developed programme for fostering literacy in migrant languages
before teaching English. The policy and research branch of the
Schonis Commission is advocating such practices and the federal
qovernment has appointed a committea to investigate the teaching
of migrant languages in schools.

There is also evidence from other countries that a bilingual
approach wilh ¢atly reading in the native language is successful.
There are bilingual programmes in Wales and Canada. for example.

The second strategy is one that tries to overcome the difficulties
by postponing reading instruction until the learners have at least a
basic command of English. Alternatively. if reading is not postponed.
the materiat used is strictly controlled to make sure that what is read
has been introduced in oral language lessons previously. This kind of
approach is very demanding on the teacher. wha finds himself writing
all the material to be used in the reading lesson. Nevertheless the
approach. which is basically an v«perience-based approach to reading.
does ensure that the ¢child attempts to read only material with which
te is already familiar and which is based on his own experience. in
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this way the teacher is ensuring the community of experience neces-
sary to avoid culture-based misunderstandings.

Which of these basic strategies is to be accepted in Australia must
be decided by individual teachers. There is official pressure to opt for
the native language first. We may achieve this in time. but there are
huge problems in finding sufficient bilingual teachers alone. not to
mention administrative and logistic difficulties. Meanwhile the alter-
native method requires a specialist background in contrastive linguis-
tics. sociolinguistics and psycholinguistics in order to sort out the
problem of interference.

Nevertheless. the increasing awarzness of the problem among
teachers indicates a thoroughty professional concern for the needs of
a significant number of children in the schools. Perhaps we can help
to evolve an effective strategy.
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THE QUESTION OF SPELLING 12
Charles C. Cripps

As teachers it would seem that the time is right to question
spelling. In England many teachers are very concerned about spelling.
This appears to be equally true for the majority of Australian teachers.
There is a growing awareness regarding spelling.

Unfortunately, teachers are not really quite sure how to handle the
problems facing them. Furthermore, there are the pressures placed on
teachers from parents, and the press is continually suggesting a
decline in standards. The questions seem to revolve around the role of
the teacher. Should she be directive or should she be complacent? In
other words, should she be teaching tools, or should she just be
encouraging children to discover things? This suggestion worries
many of our perceptive teachers as they are aware that some children
appear to be quite happy discovering nothing. These teachers would
prefer the ‘discovery’ to be guided. In all probability these are the
very teachers who are concerned about sgelling.

We have often heard colleagues discussing certain children and
reporting on their high level of ability in talking and reading. but
commenting with despair on their complete inability to write anything
down. These children simply cannot spell. In addition, these teachers
now have the added problem of deciding the place for spelling in the
curriculum.

Before endeavouring to make a case for good spelling one should
point to some of the dangers of good spelling. This may seem to be a
contradiction of terms, nevertheless, it is important to be aware of the
possible damage done by some parents. It is quite understandable
that parents tend to regard their children as an extension of them-
selves and in so doing iook upon their child’s ability to read and write
in a very personal way. Any inadequacy reflects on them, and they
seem to display a morbid desire for detail. Take the example of the
child writing a letter to a friend and on showing the copy to his
parent is told that he cannot possibly send such a letter. it may in fact
only have one or two deviations. such as “suger for sugas” or ‘stoped
for stopped’.

This chiid soon begins to lose confidence in his spelling ability,
and such remarks confirm the notion that he is a poor speller. His
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self-image is lowered. The whole concept of self-image is highly
relevant to speliing. It is certainly one of the problems when teaching
oider junior and secondary children. They believe they cannot spell.
They will often tell you that they are ‘rotten spellers’. it Is also true
with the adults who are coming forward as a result of the Literacy
Campaign in England. The task of encouraging these people to believe
they are ‘good spellers® is half the battle.

If one is to make a case for good spelling., then it would seem
logical to suggest that its main purpose would be that of communica-
tion. If spelling is poor, then either the reader cannot understand the
message, or he receives the incorrect message. The question of
courtesy is also valid. When the telephone is used for communication
purposes, the sender of tha message speaks clearly. He wants his
message understood. A further reason for good spelling is the ques-
tion of habit formation. It would seem reasonable to suggest that
children can develop a habit of care which in turn may lead to some
transfer of training to other aspects of language.

At this stage. it would be worthwhile discussing spelling in the
tight of creative or personal writing. Teachers are divided in this
argument. There are those who encourage children to write vividly
and excitingly and not to be concerned about the spelling. They justify
this approach by suggesting that, if the children are worried about
spelling. then this unnecessary concern will inhibit the flow. On the
other hand, there are teachers who argue that spelling does matter. it
would appear that they have the stronger argument in that they believe
that many children operate in a similar manner as most adults.

When adults are writing and wish to use an unfamiliar word from
their language repertoire, and they are unsure of the spelling, then,
as some would say, they circumnavigate the unfamiliar word and use
another in its place. The substitute word, in all probability, will be
less precise, less vivid, and less exciting. In other words. if children
are freed from this 'spelling failure’ image and have been taught to
spell, then there are strong indications that their creative efforts will
be up to the expectations of the first group of teachers In terms of
vivid and exciting writing. Peters (1967) suggests that competent
spellers are confident spellers. Surely the reverse of this would be
equally true. Confident spellers are competent spellers.

If one asks teachers the reasons for neglecting spelling, the reply
is very often connected with the notion that children learn to spell
simply by learning to read. These teachers believe that the relationship
is like a coin, that is, reading is on one side and, if one turns the coln
over. spelling is on the other. Unfortunately, this is just not true,
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because what is not clear to these teachers is that spelling is quite a
different skill from reading.

Spelling is not ‘caught’ via reading because spelling is not "taught’
in the same way.

If reading is viewed in the light of Goodman's {(1969) work. one
sees that competent readers are making use of language cues in such
a way that the whole process is one of prediction and anticipation. In
other words, their reading is more efficient because they have the
ability to draw on the syntactic and semantic cues offered in tne
passage. Competent readers expect certain words to appear and there
is no need for them to consciously look at every single letter. For
example. it the reader, through context is expecting a certain day of
the week and the letter W appears, he would in all probability draw
on his previous knowledge and linguistic competence and read
Wednesday because this is the only day of the week beginning with
W. The only time the reader is required to consciously study the
structure of a word is when he meets a new or unfamiliar word. The
reader then isolates the elerne~ts and attacks the word by bringing to
it his knowtedge and application of phontcs.

Spelling would seem to be this kind of a skill. however, there are
cifferences. Reading is a skill that permits successive approximations
to the word being read before commitment, while spelling is more
permanent. Once written it is writter:.

In reading discriminatory skills coincide with understanding. In
spelling the understanding of a word or phrase necessarily precedes
the writing of it.

The research work of Peters (1970) makes a clear distinction
between spelling and reading ability. She cites the finding, based on
nearly 1.000 ten year old children. to spell the word sasucer when
given in a dictation passage. The results showed that only 48 per cent
were able to write saucer correctly. In addition. it was interesting to
note that the 52 per cent who were unable to write saucer offered
between them 209 alternative spellings. These attempts spread along
a continuum from what one might term acceptable alternatives such
as sauser or sorser to the unclassified variety such as spienace and
sye.

If the same word were offered to eight year olds to read, then 71
per cent of them would, according t6 the norms, read it correctly.
Evidence of this is the position of the word saucer on Schonell’s
Graded Word Reading Test. Furthermore, this is a8 word-recognition
test where the word is divorced from the context. The explanation is
that in reading the child is able to isolate the elements and bring his
phonic skills into operation. In other words, reading is from the
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unknown to the known. Spelling, on the other hand, is from the known
to the unknown.

The problem which faces the teacher is how is she going to make
the unknown known. If cues are given, they are given through the
sound. Unfortunately, an attack through the sound of the word brings
difficulties in that there are often a number of alternative spellings
given to a known meaningful sound. For example, the sound or in
English can be writter: as o (glory), or (horse), aw (saw), oo (door),
ou (pour), ough (bought), augh {saught), hau (exhaust), and there are
many more one may add to this list. It would, therefore, be very
unwise to rely solely on auditory skills for the teaching of spelling.
Teachers who give instruction entirely through the auditory modality
will, in all probability, create havoc in their classrooms. It would be
safe if English were grapho-phonemically regular, that is the one
spelling for the one sound. Even our phonemically regular words could
have reasonable alternatives. For example, played could reasonably
be written as plade or plaid.

f one wrote allso and also on a blackboard, how would competent
spellers know which was written correctly? The answer is given in
the fact that they can ‘see’ the correct word. Sight is our preferred
sense. We use sight to check the correctness or incorrectness of our
spelling. In other words, spelling is a visual and not an auditory skill.

The teacher of spelling must also be aware that there Is a structure
in words, that is, certain letters follow certain letters. The suggestion
here is that, if children are made familiar with this coding system,
then the teacher is well on the way to solving the spelling problem.
Quite ciearly children of seven and eight years are in a position to be
aware that English spelling is structurally predictable.

Wallach (1963) investigated this coding system with eleven vear
old good and poor spellers, by using briefly exposed flash cards.
Some cards bore groups of letters very similar to English words, e.g.,
TERVIC or EPIDOL. Other cards had random strings of six letters,
e.g.. DNEHPS or GYDNML. The results revealed that the good and
poor spellers were unable to recognize the words bearing no resem-
blance to English, but the good spellers were a"o to spell more
readily than the poor spellers the nonsense words resembling English.
in other words. the good spellers had learned a general coding system
based on the possibilities of certain letters appearing in certain
sequences in English. and these they had learned visually.

Visual experience is vital to spelling and it would seem reason-
able to suggest that children will obtain this experience through
reading. It has, however, already been argued that spelling is not
‘caught’ via reading. Nisbet (1941) states that children are likely to
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‘catch’ only about 4 per cent of the words they read. One wonders
how. many teachers endeavour to reassurs anxious parents by sug-
gesting to them that they need not be so worried about spelling
difficulties now that their child’s reading has improved|

If we cannot rely on reading alone, then spelling must be taught.
Nevertheless., some children seem to spell quite naturally. They do,
in fact, ‘catch’ spelling. These favoured children bring with them
certain abilities. First, these children have a very good verbal ability.
They are familiar with words, their structure and their use. They are
surrounded by language.

Second, they demonstrate a very good level of visual perception
of word forms. These children recognize common letter sequences.
They are able to see words within words. For example, they see tes,
each and her in ‘teacher’; some have even seen ache.

Finally, these children are favoured in terms of perceptuo-motor
ability. They produce with speed, well-formed, legible handwriting.

These attributes are in fact predictors of spelling competence.
Peters {1975) suggests that a child demonstrating any two is likely
to be a good speller. Furthermore, she suggests teachers should be
looking at spelling in this light rather than testing normatively.

It is also clear that those who are ill-favoured in these respects
will progress in spelling provided they are given ‘good teaching’. That
is, there is time spent on instruction, which includes the pointing out
of the internal structure of words, for spelling must be taught ration-
ally and systematically. This approach is obviously quite different
from the traditional lists and rote learning techniques usually
associated with the teaching of spelling.

Apart from talk, being read to, and reading, all of which in some
degree encourage an interest in word form, the essential elements to
be taught are:

1. An awareness of common letter sequences and the probabilities
of these occurring. This may be approached through sets of
words. It is important to note here the difference between words
treated in this manner in the teaching of reading and spelling
skills. In reading. a set of words such as could, would and should
woul!d be treated as a unit. In other words, in phonic generalisa-
tion, the words are grouped according to sound and spelling,
that is, the same sound links with the same spelling. On the other
hand, when spelling is being taught, not only should the list
include these words but also shoulder, boulder, smoulder and
any other words containing the ould structure.

2. The increase in span of apprehension of letter sequences is also
important. This necessarily involves the use of imagery. Imagery
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is Lighly relevant 1o the teaching of spelling. The child may part-
perceive a word and then be held up. At this stage the teacher
must ask why the child has failed 1o reproduce a clear image.
The reason is probably due to the fact that, in earlier perception
of the word. attention was not directed 1o the “difficuit spot” in
the word. The solution would seem 1o be a discussion related to
the relavant letier string and structure of the word.

Certainty and carefulness of the formation of latiers in writing is
very important. Care in writing does affect spelling and, sur-
prisingly. the careful writer tends 0 be the swift writer and
swift handwriting greatly infiuences spelling ability. A con-
tinuous flow is essential. it could be argued that children should
be instructed in a ‘linked script’ in the early ysars rather than
printing. In other words. they are encouraged 1o write using an
economy of strokes.

Children with swift motor control write growps of letiers in con-
nected form. sparked of by a phoneme, for example the ough
speliing. This would suggest practice in swift writing of words.
The canger, of course. is 10 prevent letter-by-letter copying.

17 is most advisable that, when children are leaming new words,
they develop a look-cover-write-check routine. In other words,
they look caretully at the word, endeavour 10 memorize it. and
then make an attempt to reproduce *he whole word. Hf after
checking., the attempt is a vaviance with the original. then the
whotla procedure iz repeated again. This technique will preverd
letter -by-letter copying.

For some children it may be necessary to adopt a multi-sensory
backing of the kind advocated by (Fernald 1943). This firger-
tracing technique is making the best use of all sensory inroads.
The question of spelling lists is an interesting cne. if lists are of
any vaiue. then it is the kind of list which is valuable. Paters
{1970). cites evidence that, if lists are derived from childiren’s
reeds fthat is either words which the children ask for in the
course of their writing or lists of the kinds of words that chitdren
ask for), there is significantly greater progress than from printed
lists or no lists at all. If teachers are relying on published liste, i
seems advisable to consider the construction of such lisis. Most
lists are ordered aiphabetically. and this usually prevents the
teacher presenting words according to similar structure. as
shown in the ou/d example [could should would). Teachers must
evaluate the use of pubushed lists in the light of a ratinnal and
systematic approach to speiling.

Encourage children to ask for words they find difficuit. These

128

123



O

ERIC

Aruitoxt provided by Eic:

10.

they should learn by the look-cover-write-check technique, witl
the intention of reproducing them in the course of free writing.
The child should not sound or spell cut the word letter by letter.
tnstead, he should write it fromn memory, saying the word slowly
as he writes.
tf competent spellers implicitly associate structurally similaf
words {courteous — beauteous), it would seem reasonable to
point cut to children the relztionship between an easy known
word and the unknown difficult word. For example “conscience’
may be taught via "science’. “shoulder’ via "should’. and “heard’
via “hear’ and “ear’. The use of mnemonics may aiso act as an
indicator for some children. “The child wouid be an “ass’ to spel!
‘occasionally’ with double ss™’.
Spelling rules may be of some value for some children. The
teacher must. however. be aware that some rules are more com-
plex that the word itself.
The value of dictation has been a topic of debate in many schoo!
sta® rooms. Dictation has usually falien into two categories, the
unseen passage and the prepared passage. Some teachers can
justify either or both kinds. Dictation would, however, seem to
of more value if taken a stage further. The suggestion is 10
dictate unseen. a passage for the children to write. They are
then given a period of time to check and correct any words they
‘think® are incorrectly written. They woulid be encouraged to
enlist he!p f:om a variety of sources, such as dictionaries.
parents. other adults or children. If the children work honestly.
the teacher gains an insight into two kinds of errors. First, she
is aware of the words for which the child required belp. Second.
and probably of greater importance, the teacher is able to note
the words the child ‘thinks’ he knows because he does not
correct these in his final copy.
If developed systernatically, this self-correcting kind of dictation

could te if immense value in many classrooms.

Coanclusion

This paper has been an attempt to examine the spelling skill and

its relationship to reading. it has attempted to demonstrate the need
for the teacher to look at how the child spells and to use this informa-
tion remedizlly. Finally, this paper describes the role of the teacher
and points to the fact that it is the teacher who determines whether
the child will be a good speller.
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CHILDREN’S LITERATURE AND 13
READING MATERIALS

J. A. Richardson
Susan M. Howard

The Bullock Repct asserts (T.E.S. 6.1)° that “one of the most
important tasks facing the teacher of older junicr and younger
secondary school pupils is to increase the amount and range of their
voluntary readling attainments’’. At present it seems that schools in
the U.K. are failing in this task. There is a fairly large group of
pupils in secondary schools. the Report asserts. who have mastered
the decoding skills and can read but who have little or no interest
in the activity and do not read books outside school. Even more
dramatic is a point made earlier in the Report but which seems
directly related to the school’s failure to inspire many children with an
interest in reading — that as many as one third of the pcpulation may
be incompetent in the kind of reading comprehension needed for
everyday life (T.E.S. 4.2).

Is the situation similar in South Australia? As far as we know
there is no direct research evidence. However, general observation
and teacher reports suggest that it is. that a substantial proportion of
our children in the later primary and secondary school years are
‘reluctant readers’. One of the writers. in an unpublished paper.
expressed it in this way:

Through observation and discussion with children and students |
have bacome increasingly aware of ti.e problem of the reiuctant
reader — children on self-imposed hunger strikes in the midst of
fiterary plenty. For these children, who appear to be neitner physically
nor intellectually handicapped. reading is a chore which is to be
emdared at tmes, and avoded whergwer prssible for it ig rarely @
pleasurable experience.

is this an overstatement or does the reader’s experience bear it out?

Perhaps. in any case. it doesn’t really mat.er. There are 3 number of

well-known and influential writers who do not see the virtues of

universal literccy. which most of us assume. Here is Paul Goodman

{1964):

* Report references are to the Summary of the Report in the Times
Educational Sugpplement, 21/2/75 (Summary page and ~olumn

given). 1 2 6
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in my opinion. there is something phoney here. For a change, let us
Iookanhis‘reading'coldlya:ﬂaskifitisreallysudtabigdealexcept
predsalyinmescnooima!issupposed!oteachnandissomeﬁmas
tailing 1o do so.

With the movies, TV and radio that the illiterate also share, there is
cenainrly no lack cf ‘communications’. We cannot say that the reading-
matter of the great majority is in any way superior to the content of
these cther media. And in the present stage of technoiogy and economy,
itisptcbablylessnuethanitwasinmela:enineteenmmury—the
time of the great push 10 universal literacy and arithmetic — that the
mass teaching of reading is indispenuable to operate the production
and Clerical system. Rt is rather our kind of urbanisnt, politics and
buying and selling that require literacy. These are mut excelient.

Penmpsinthepresemdispensaﬁonweshouldbeawwdfuit
were socially acceptable for large numbers not to read. it would be
narder to fegiment peopie it they were nct so well ‘informed’; as
Norbert Wiener used to perint out, every repetition of a cliche only
increases the noise and prevents commumication. With less literacy,
there would be more folk cufture. Much suffering of interiority would
be avoided if youngsters did not have 1o meet a perhaps unnecessary
standard. Sericus letters could only benefit if society were less swamped
by trash, lies and bland verbiage. Most important ot all, more people
might become genuinely literate it it were understood that reading is
not a matter of coursa but a-special useful art with a proper subject-
matter. imagination and truth, rather than a means of communicating
top-down decisions and advertising. (Advertising is a typical instance:
when the purpose of advertising was to give information — “New ship-
ment of salt fish arrived. very good, ‘oot of Barclay Street” — is was
useful to be able to read; when the point of advertising is to create a
sythetic demand. it is better not to be able to read). Goodman, 1964,
p- 26)

How does one react to this point of view? Perhaps it could be
dismissed as lese-majeste at an International Reading Conference?
At all events we assume that there is a significant propertion of
children in Australian schools who are reluctant readers and that it
does constitute an important problem. The interesting question then
is- how does it come about? With the wealth and variety of books,
materials. aids and facilities which schools now have at thair disposal,
it does seem remarkable that we fail to motivate a largs number of
children to want tc read beyond the stage of semi-literacy. An
immediate defensive reaction is to put the blame on the home, on the
counter. attractions of TV, comics etc. There is no need to enlarge
upon such factors. Schools and teachers and lecturers in Education
nave always been very good at locating the motes eisewhere to the
neglect of the beams over which they do have control.

A number of such ‘beams’ is suggested in the Bullock Report. The
trouble may start early on in the piece with the languags used in early
reade:s.
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Texts either contain too many words and are therefore frustrating or
teo few and sare therefore boring if not dewnright banal. Either way
children cannot use their already well developed linguistic abilities to
make light work of reading. (T.E.S. 4.3)

Closely related to language is story content. Quite a lot is known
about the average six year old. He tends to show pbehaviour of an
independent nature and streng sex-role identification. He spends more
time away froin home and is less family-centred, he is curious and
eager to know and learn and tends ‘o favour heroism, make-believe
and adventure as themes for bed-time reading. And. with what do we
present this ‘average’ child when be begins to read — Nip and Fluff
and omnipresent Mother — an inauspicious start to the developmernt
of a life-time interest in books and reading.

Obviously content is of crucial significance in the process of
learning to read. By teaching a child with material of little interest or
by an emphasis on the mechanical aspect of reading. we would seem
to be separating process and content, and if the motivationa! qualities
of exciting or moving content are absent. reading may become and
remain for the child, just a process — an end in itself. With TV,
process need not be taught or learned for the content is to be enjoyed:
herein lies the enormous attraction of this medium for children. You
do not have to work at learning to watch TV. There is no viewing drill
before enjoyment can be gained from the activity.

With reading it is otherwise. Even in our enlightened days we are
so concerned that the child progress at the average rata’ {that he
perform at the norm for his age group). that he master the allegedly
extraordinarily difficult task of decoding, that process is often all that
matters. with content a very secondary consideration even if it merits
a rating at all. No wonder that many children adopt precisely this
viewpoint themselves — and find reading a laboricus. tension-
accompanied technique, to be mastered to meet the utilitarian
demands of an adult world: one which brings no joy. one tove under-
taken with retuctance.

Zimet (1972) makes the same point in more restrained terms and
draws the obvious inference:

Reading texts emphasize skill, and reading is taugnt for tne sake of
the skill itself. We need to shift our emphasis tfrom “reading to learn to
read” to “reading about something meaningtul while learning to read”.

By emphasizing process t0 the exclusion of meaningful ideas, we
sacrifice the raison d'etre for learning to read. (Zimat, 1972, p. 128)

The difficulty arising from this emphasis on process at the expense
of content is aggravated if. as frequently happens, “the teaching of
reading virtually ceases once the child can read aloud with reasonable
accuracy at a reasonable speed” (T.E.S. 4.1). .
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The notion that once children have mastered the decoding process
they will make their own way is implicit in much classroom procedure.
Many schools depend on graded reading schemes and their supple-
mentary readers: children have little experience of good children's
literature. Once they are through the scheme, most teachers stop
keeping records of children's reading. (T.E.S. 6.1)

There is little doubt that teacher concern (reflecting emphasis in
teacher training programmes) tends to concentrate on the decoding
skills and that they give comparatively little attention to the ‘higher
order’ reading demands and abilities — selection and evaluation of
material, bibliographical skills, ability to evaluate, make inferences, to
understand in a deep sense, to become ‘"an active interrogator of the
text rather than a passive receiver of words.”

If this is indeed the situation, it is not at all surprising that we
have the phenomenon of the reluctant reader. There appears to be an
emphzsis on process without appropriate regard for content up to the
age of seven or eight when the majority have mastered the basic
techniques of reading and thereafter no systematic guidance or
encouragement to move beyond the insipid early primary schools
reading materials to the world of literature.

If our comments, supplementing those of the Bullock Report, are
not completely wide of the mark, the question of course arises: what
should we be doing about it?

As far as the introduction to reading is concerned, there seems
little question that books to be read by children must be carefully
designed in respect to vocabulary, sentence Structure and length
(though the degree of control necessary seems to us to be frequently
grossly exaggerated). Whether or ot such books deal with topics
more or less familiar to young children seems beside the point: it is
unrealistic to expect they will “turn on’ children with a love of reading
for content: this is just not their purpose. Dull ard uninspired they may
be — but necessary. Or is it necessary? Are we just regurgitating the
conventional wisdom?

At any rate the teacher can alleviate the difficuity. Hildick (1970,
p. 78) draws an analogy with learning music. Beginners’ exercises, he
points out, are drab but indispensable. “But — and this is the point
not always recognized — in music the learner is usually fed and sus-
tained on a rich diet of good music, far beyond his powers of per-
formance but within his capacity for appreciation. And that is why
fiction written to be read to young chiidren is every bit as important as
that which is written to be read by them.”” It is not aitogether clear
why the fiction referred to should be “'written to be read to young
children”. The examples Hildick quotes, Kenneth Graham, The Wind
in the Willows and Church’s Stories from Homer, cannot be so cate-
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gorized. They are stories of literary excellence written for older
children, {and a wide range of older children) which are compre-
hensible to and appeal to all ages. There are many others available.
The main points to be stressed are that such books should be regarded
as just as necessary to a beginning reading programme as materials
designed to teach children hc.s to read. and that reading to children
{and associated discussion and activities) might well claim equal
weight in the programme as more conventional introductory reading
activities.

In this context also, though not within the main theme of the
paper, it is worth stressing again that adverse attitudes to and failure
in reading may often result from our obsession with the importance
of the skills involved being acquired by a certain age and the anxiety
and concern we convey to children if they ‘fail’ to achieve the
expected norms i.e. to our ignoring in practice individual differences
in fearning.

Timetabies: We act as if children were railroad trains running on a
schedule. The railroad man figures that if his train is going to get to
Chicago at a certain time, then it must arrive on time at every stop along
the route. If it is ten minutes late getting into a station, he begins to
worry. In the same way, we say that if children are going to know so
much when they go to college, then they have to know this at the end
of this grade, and that at the end of that grade. If a child doesn’t arrive
at one of these intermediate stations when we think he should, we
instantly assume that he is going to be late at the finish. But children
are not rail road trains. They don’t learn at an even rate. They learn in
spurts, and the more interested they are in what they are learning, the
faster these spurts are likely to be.

Nowhere is our obsession with timetables more needless and
foolish than in reading. We made much too much of the difficulties ot
leaming to read. Teachers may say, “But reading must be difficult, or so
many children wouldn't have trouble with it”. | say that it IS because
we assume that jt is so ditficuit that S0 many children have trouble with
it. Our anxieties, our fears, and the ridiculous things we do to “simplfy”
what is simple snough already, cause most of the trouble. (Hoit, 1972,
p. 99)

The point is closely connected with the preceding one: obsession
with a timetable for the acquisition of reading almost invariably
means concentration on process to the neglect of content.

It is on this score also that criticism is often levelled at the reading
fare provided for children who have mastered the basic decoding
skills and are able to read independentiy provided the vocabulary and
syntax of the readers is not too complex and the content is not too
esoteric. Many schools, accerding to the Bullock Report {T.E.S. &.1)
“depend on graded reading schemes and supplementary readers’’
containing material of an insipid kind, quantitatively not much
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different from the stuff provided earlier: ‘‘they are given little
experience of good children’s literature”. So. the argument some-
times continues. if we pap-feed our pupils. if the reading diet is of
little lasting substance, small wonder that children turn from books to
other media with more immediate graphic appeal to their attention
and interest.

The message of the Bullock Report in this context is not altogether
clear. We can accept without reservation its emphasis on one of the
main purposes of the reading programme in the later primary years:
to give pupils a “‘source of pleasure and personal development that
will continue to be rewarding throughout tife”” (T.E.S. 5.2). We can
agree too that more attention than at present should be given both
to reading for learning skills and also to reading for understanding at
a deeper level than the literal (though whether these extensions of
reading abilities are best achieved in specifically time-tabled periods
or, as the Committee believes, in connection with other curriculum
areas. is open to question). It is further clear that the Report is in
favour of introducing children to and giving them an appreciation of
literature. hopefully a lasting appreciation. What is not clear is the
Committee’s view of what constitutes literature a< opposed to reading
materia! which does not merit this title.

Which brings up the contentious questions of what is good (the
adjective is implicit) children’s literature and. supposing we can
reach some consensus on this, whether we should insist that our
pupils be exposed only or mainly to it. The questions are raised not
only because the topic of the paper seems to require it {1) but also
because we feel that quality is important in children’s reading (in the
context of the problem posed at the outset) even though the con-
stituents of quality are elusive and hard to define.

No attempt is made here to examine these questions in depth.
Suffice here to quote, out of the many definitions we have examined.
one by Rosenheim (1969) which seems to summarize fairly succinctly
what many others have said rather less lyrically.

We do not bcther irordinately with guestions such as, “is this a
great book?" Or a wholesome one - . . or an up-to-date one . . . The
Guestions 1 ask woutd tend to be: Wil this book call into play my child's
imagination? Will it Invite the exercise of genuine compassion or
numcur, or even irony? Will it exploit his capacity for being curious?
Wil its language challenge his awareness of rhythms and structures?
Will its characters and events call fc: — and even strengthen — his
understanding of human motives and circumstances, of causes and
eftects? And will it provide him with a joy that is in some part the joy
ot achievement, of understanding, of triumphant encounter with the

new?
No topic is intrinsically more worthwhile than another: ng topic is
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imrinsicany 8 guarantee of Or a bar to, the sort of Salisfactiong | hays
Mentioned . | -

Effective imaginan‘ve literatyre ;g an amajgam of the new __ the
Strange __ what Credulity ang complacency ~ with what is

Hildick refers to z¢ “Blytonjan reading rmaterizy __ Mmore frequently
as the latter jg easier to reag and lesg dem:anding.

Itis perhapsg worth Quoting Hildick further;

so far, o, does it Matter, Provided that ag adults they can read the
headh‘nes and the potg print ang the many adyit €quivalentg of Enid
Blyton?
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CHILDREN’S LITERATURE AND THE 14
PRE-SCHOOL CHILD

Barbara Edmonds

| once heard a customer in a bookshop ask the assistant for a
book of poetry. On being asked what particular poet she wished to
peruse, she said that it didn‘t really matter; the important thing was
the colour of the volume, as she had a new carpet and wished to
match it. Whereupon the ever resourceful assistant took down
magenta Miltons and burgundy Brownings and other suitably toned
poets. While this is undoubtedly comical it has, ! think, a message for
any of us who present literature to children and perhaps particularly
to those who are concerned with pre-school children, for here it all
begins. Attitudes are formed one way or another. The woman buying
the book respected poetry, obviously thought there was ‘something
in it" but certainly didn’t read it. Perhaps if boredom had not dis-
couraged her at one stage or another. she might have been able to
agree with Dryden that “'Poetry is delight”.

At the pre-school stage. children should surely find delight and
satisfaction in their literature. If they do. it seems likely that they will
find it a continuing interest, one way or another. Not everyone will
value literacy for the same reason of course. However, it is not simply
in the hope that they will read later that we provide literary experi-
ences for young children. Just as we develop ideas and interests by
going to films and reading novels and poetry and books which inform,
young children can grow intellectually and emotionally on the stories
and beooks and verse we provide for them. If this literature is to be
relevant and enjoyable to them, it must be both within their range of
understanding and at the same time lively and interesting.

In choosing and presenting literature to young children we begin
with a decided advantage. for it is during the pre-school years that a
rapid development of language is most likely to occur. Walter de la
Mare observed, “‘Young children hunger after words as they do after
lollipops’’. Words help to clarify their world for them and, as they are
at the centre of their world. they like to hear about themselves.

Indeed the first stories they enjoy are often an accompaniment to
an activity. such as putting on their shoes. They like also to hear what
has happened to them and what is going to happen. A two-year old
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going into hospital was told that she would probably have an egg for
her tea. She heard this "story” several times. Finally when approaching
the hospital and seeing smoke coming from the great chimney stack
which provided power for the complex organisation she said, “They
are cooking my egg’’. Young children are egocentric. Ben at three had
advanced beyond the stage of wanting to hear directly about himself.
Being shown a book about a boy called Ben he said, *l like that story.
That's my name. ! dig like that’. His teacher asked him, “Is your
spade like that?*’ thus making him think further. For children of four
and five the world is extending considerably but they. too, like to hear
about their own activities. Children who had been taken to see some
pigeons were absorbed in a home made book which described their
visit in words and drawings. Later, Eleanor Farjeon’s poem ‘‘Mrs.
Peck Pigeon’* was presentad to them.

It is of course not possible nor at all desirable that all literature
for young children should be concerned with actual experiences. it
seems to me. however, that the books and stories and verse should be
basically associated with familiar matters — planes, birthdays,
animals, grandmothers, earth movers and of course, other children,
and, as in the case of the pigeons, ideas developed from these
subjects.

This is not to imply that stories about familiar matters have to be
factual and cannot be developed imaginatively. On the contrary,
young children welcome imaginative stories, for a further character-
istic of their stage of development is that they enjoy imaginative play.
However, these stories should | believe present the real world in an
imaginative way rather than an imaginary world in a realistic way.

Young children depend on us to tell them what is real and what is
not. While listening to The Tale of an Enormous Turnip one child kept
asking if it was a real turnip. He was satisfied when the adult said it
looked and grew like a real turnip but was very much bigger because
it was a ‘pretend’ story. For this reason. and also because it is better
that folk stories should be told in their entirety and not in ‘potted’
versions, it seems desirable to limit the telling of folk stories to those
which are short and relate to a young child’s world. ““The goats in the
turnip field”, for example, is about animals and animal behaviour with
which they are familiar. It is certainly a flight of the imagination for
one bee to chase several goats successfully from the field, but it is
within the bounds of possibility and is, incidentally, very acceptable
to children who are small in a warld of large and powerful adults.

In Ask Mr. Bear, by Majorie Flack, the animals are personified in
a way which does not confuse. Danny asks various farmyard
creatures what he can give his mother for her birthday. it is certainly
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a flight of fancy that they reply. but their replies are realistic. The hen
suggests an egg. and the goose a feather pillow. The bear tells him to
give her a bear hug. which is appropriate, and the phrase does exist
in our language.

A realistic story about picking apples from a tree or buying apples
from the market can be interesting to children. but so too can an
imaginative one such as The Little Red House by A. W. Bailey. In this
story a8 boy looks for A little red house with no doors and no
windows but with a beautiful star inside’’. The boy does find an apple
and his motner cuts it across ways to show him the star. This is a
satisfactory conclusion which young children need. They may enjoy
a little tension and apprehension but their need for security demands
an acceptable solution. They like to hear the same story over and
over again and find enjoyment in knowing what is going to happen.
Comments such as ‘| know what is going to happen’ or ‘| thought you
were going to say that’ are often made. Enjoyment is heightened. not
tessened by being able to anticipate the conclusion. The warmth and
security of an adult telling the story is also important to the child’s
enjoyment.

They will of course be able to follow and., at least partly, to
anticipate the conc'usion if the story is simple but well constructed.
A number of successful stories have a circular construction. Just a
few characters involved in one simple plot are characteristic of the
best stories. Children of this age have very hazy conceptions of time
and space so that a story like The Ugly Duckling involving different
seasons and places would be too complex. They have too. a short
concentration span. so short ‘one-sitting’ rather than serial! stories are
appropriate.

Pre-school children like to be active so they enjoy participating.
Stories which allow for gesture, such as The Tale of a Turnip. stories
containing repetitive phrases which take the ear sucn as.

"Give me back my caps
You monkey you’’
in Caps for Sale, by S. Esphyr. and refrains. such as
“Hundreds of Cats
Thousands of Cats
Millions and billions and trillions of Cats’’
in Millions of Cats by Wanda G’ag. and accumulative stories such as
Ask Mr. Bear, all give opportunities for children to join in and so
make the story even more their own.

Thus far | have implied that literature must be appropriate to a
child’s stage of development in order to be enjoyed. However. very
dull stories could be written if that was the only criterion. Literature
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for young children may be simple. but it will oniy ba interesting if it

is lively and clesr, and written without condescension. Such a book

is. | think, Indian Two Feet and his Horse by Margaret Friskey. it is
weil worth telling. indian Two Feet longed for a horse. His tather ssid
he could have one if he could find one. sc he set out across the
prairie. He came across bisons snd buffaloes and prairie rabbits, but
no horse. At last he went to sleep in front of a cactus. While he was
asleap and not sesrching, ¢ horse came and looked over the cactus
ard woke him. Here is a simple plot. a progression of looking and
rot finding. leading to a satisfactory conclusion. Children would
probably expect him to find a horse, it the pleasant twist of the horse
finding him provides fun as well as satisfaction. Moreover the simple
clinax is made perfectly clear. not just by the event., nor by the
illustration, which precisely mirrors the event, and which they see
before Indian Two Feet does. Lut by the author's words. The punch
ine is

“"He didn't find a horse

but a horse found him™",

and, if you are four, you think that is very funny indesd. One four

year oid was particularly enchanted Ly it. He chuckled sweay to nim-

seif as he went off to do something else, "Ha didn't find a harsse, but
a8 horse found him™”’. His teacher was sensitive enought to recognize
his appreciation and leave it at that. A less wise adult. snzious to heve
him resd, may have tried o point out words to him. for example

"horse’” which appears twice in the sentence. His interest in books

was well aroused. for later in the morning he went luack and ‘read’

the bocok to himself. That is to say, he interpreted the pictures and
remamberesd some of the phrases.
Arcther boy. a few months clder. found pleasure snd satisfaction

i a differsant kind of book. This conversation was recorded.

Child Do you know what made the holes in this wood?

Adult  Was it some kind of worm?

Chitd Do you know whae Kind?

Adult No. do you?

Child  Yes. Toredo worms. This is a bit of one of the piles of the oid
whar!f They had to take them ot and put mew ofsd In
because ToreZn wzimg had eaten them imte Iholes under the
water. Thes tike t live i holes wunder the: watier,

Chitd Do gow svow what this is?

Adit 131t wooid that has turmed to stone?

Chiild | thimk that's nearty right. The wood kas %0 be under the
@itimgnd for by freds ef years snd as it rots Lintle grains of
samd 1211 im as litle bire el wood rot away. It's calied petrified
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wood. Feel it. it's smooth.

Adu!t How do you know $o0 much about it?

Child Miss — didn't know to tell me sc she took us to the library
to get a book. The first book was no good, 50 we had to go
back and get this one.

One further example of what literature can mean to young children
is that of a boy who had not spoken at all at school and appeared to
be retarded. He was suddenly aroused from his lethargy by hearing
the story of David and Goliath. It is suggested that perhaps he teit
tixe David. small and helpiess. As young children are able to relieve
some of their anxieties and tenisions through imaginative play 30 they
fmay to a certain extent through hearing stosies. Peter’'s Chair by Ezrs
Jack Keats is an iraginative s(or, of how a young chiid coped, or was
helped to cope, with 3 rew supplanting baby in *he house. As well.
children. particulariy middie class children, lead very orderly struc-
tured lives, so that it is a reliet to them to hear about a dog called
Harry who Liked to be dirty.

The boy who heard David and Goliath saw perhaps a wider warld
and 50 was mare able to cope with his own. This is not to suggest
that David and Goliath is merely therapeutic treatment, for my pont
is that it is 8 very fine story and that @ second rate cne may Not have
stirrad the boy. The second child, the one interested in petrified wood.
derived satisfaction from discovering hard facts in a book. Iy Tian
Two Feet gave pleasure beca se it was both sufficiently realistic and
imaginative to La comprehended. It is, at teast partly. a wish-
tuifitment story. | think, toe. that this child took pleasure. implicitly,
in the balanca of the sentence. !t certainly made it easy for him to
remember,

Young children are interested in the sound cf words and the
patiern nf hrases and sentences. A child of three said “chiaraphyil”
to himselt over ard over 8gain without knowing what it meant nof
wishing o know at that stage. Thes ponder c.er meanings. One gir!
was told that the rainbow was fading, and later that her skirt was
fading. She looked most alarmed. Anvther lookey with considerable
interest at 8 man who. it was said. had iived in his suitcase” tof
three weels. A boy esting an anple was toid it was a Granny Seith.
This amused Phum and he repeated it seversi times. Then he heard an
ackult 121himg sbout pith’ in an orarge. He picked wp this rhyme. His
triend. fred by such imvertivenuss. made his offering asbout the
orange pips. He sard * My brether says ‘Hip Hip Hoorray but | say 'Pip
Pip Pooray’. They experiment with rhythms toe. As she worked with
the clay. a girt cha~ted:
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“t'm going 10 make a cat

A little cat

A littie cat

And here’s his tail”".
They repeat television ads:

“A Tinker Toy is & gcod toy

! like a Tinker”'.
They make their own verse:

"Ants climb trees

Like cats do

And birds don't’’
after hearing The Ant Tree by Louis Southern. A child of four and @
half likened a zebra's name ic a Roman centurion’s helmet. Such
interest provides a very good basis and reason for extending it
through poetry.

Pre-school children can appreciate verse which is short and has
strong rhythm and ciear rhyme. They like onomatopaeia and allitera-
tion. nonsense syilables. and refrains. Poets writing for young children
usually choose everyday subjects, new shoes, vellow ribhbons, horses,
pamcakes. water. That the poem is short and simple and about familiar
matters is of course not enough. It must sound interesting and con-air.
irteresting imagery. Such a poem is "Cats’’ by Eleanor Farjeon.

This poem may illustrate a further aspect which is present in
worthwhile li‘erature for young children. This is the authar's values
or point of view. The poet's views cn ~"Cats” appears to be half-
admiring. ha'f exasperated. but all tinged with pleasure and good
humour at their ways. In the book. Polly’'s Qats the suthor, Mare
Simont, is critical of the showy race horses and admires the plain and
humble Polly. but does not spoil the book by pointing out these
values directly.

! telieve young children understand these attitudes impiicitly at
least. The author's values then, especially if it is an apprecistion of
fun as in the fo'kx story The Teeny Weeny Woman, should be one of
the considerations we maks when chousing literature.

Now having said all this | come to Nursery Rhymes which defy
many of the dictums tut are much loved znd are appropriste. Thay
werz not of (rurse weilen for children but they are short. they have
clear rymes. strong and varied rhythms. and a creat variety of
characters from a jovial Old King Cole to the unfortunate Doctor
Foster, many chil.lren and arimals and much nonsense. Toey have

leed the very charactenistics which children enjoy in poetry. Above
3’ they are full of iife and vigour. It doesn 't matter to young children
who Hector Protector was but his name h2s an interesting sound:
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“'Husthabye Baby the cradie is green’” may have originally referred to
the gquestion of succession to ihe throne, but children hear its lyrical
quaility. Dylan Thomas wrota,

The first posms | knew were nursery rhymes and befors | could read
them for myseif ! had come to love just the words of them, the words
alons. What they stood for, or symbolized, cr meant was of very
secondary importance. What mattered was the sound of livem on the
hps of the remote and incomprehensible Qrown ups who seamed foi
some reason, to be bwving in my world. | loved the shage and shade
and size and poise of the words as they hummed strummed and
gatioppeu aiong. (In Scully, 1966)

Young children probably like nursery rhymes for the reasons made
lucid by this poet. They enjoy the sound and they enjoy knowing ivhat
everyons seems to know. in the B B.C. TV series Mother Tongue a
littte girl sings | had a little nut tree’’ from her book of Nursery
Rhymes. Her mother listens with n‘erest and says ~‘We know that
one don't we?’’, and James Biitton thoroughly approves.

| have discussed in very general terms the needs of pre-school
children but within these years there is of course a wide range of
interest and ability_ It is, therefore. not enough to buy suitable books
and present them at random. For example, young chiidren are not
capable of sequential thinking. Therefore, for them, each page must
pe seif contained. whereas older children can handle increasingly
difficult sequences. Young children need simple, uncomplicated
pictaras, but older ones can be offered a variety in illustrations, such
as the line drawings in Ferdinand by Robert Lawson. As we all
know. if children are not ailowed to progress. they grow bored and
do not progress There are. for example. many many booxs showing
co'ours These are mostly in th¢ form of reference books — red
beads. a clue car. | saw a child look at cne of these in 8 perfunctory
way. but when he was offeced a more imaginative one — But where is
the green parrot? by Thomas smd Wanda Zacharias — he was com-
pletely absortied.

That “‘the :ight book (or story or poem) be made available to the
right child at the right time’’ is not an easy precept to follow, but |
believe 1t should be our aim if literature is to be relevant to yourqy
children. Finally. and most important of all. it is our attituds whicn
will encourage interest Such an attitude is exemp!ified by the mother
in Mother Tongue whn said with appreciation ~“We krow that one
don’'t we? ’

Most pre school children are unable to read in the fiteral sense.
but with our help they can interpret their literature. Broadly speaking
this is. | suppose, being literate. If they have interesting literary
experiences at their own level and ar2 not hurried into deciphering
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words, into ‘barking at print’ as Dr. Johnson sald tcathingly. they
are jikely to want to read in the future.

As | have suggested, the effectiveness of these litarary experiences
depends largely on the understanding: the children have of their own
experiences. if pre-school children are abie %o talk about their famiilar
world, to ask Questions about it, to be amused. to be sympathetic.
they will ‘read’ with understanding and their ‘reading’ will further
increase their understanding.
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THREE R’s FOR TECHNICAL TEACHERS: 15
Realistic Reading Resources

Beth Stevenson

The area relating to reading and the use of technica! vocabulary
encompassas five vocabularies which average or so-calied ‘normal’
people possess; that is, a listening one, a speaking one, a 1eading one.
a writing one, and a thinking one. There is no order as to the impor-
tance or the acquisition of these vocabularies in the young adult life.
because a contamitant working of two or more of these vocabularies
tends to help the individual learner make the technical vocabulary
become part of his everyday meaningful language. This paper attempts
to emphasize the importance of learning vocabulary, reading and other
literacy skills ss an affective as vrell as a cognitive process; and it
draws on my personal experience of more than twenty years of
teaching.

Why is it important to help the student to develop the different
titerary skills? The obvious answer s for the purposc: of communica-
tion, sither for communication from piint to person or perscn to print
or person to person, using the verbal too. of language. Let us look at
our ‘now’ experience and be ‘Realistic’ and analytic about the com-
munication process which should or could be going on here.

You are ccrralating your thinking and listening vocabuiaries. you
might be translating into a note talking or written vocabulary. Just
now. | am the sender and you are the receiver because | am the
speaker in front of you. You may receive my message differently from
the way that | desire you to receive it. because other variables enter
the communication process. "Vvhat | am may spesk louder than what
| say’. Tha fact that | have a dialect of English different from the
majority of you may interefere with the message. You are analyzing
my speech, wondering about me. According to your past experiences.,
you may be reacting to my pusture, dress, presentation — linguistic
or ctherwise. At a recent confarence | listened to a brilliant lecturer
and | likerd him because | agreed with what he said. but | could not
keep my attention focused on the context of his lecture because |
kept wondering about him and what made him tick. His personal
appearance confused me because his hair siyle. fazk of beard or side-
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burns and mode of dress typified styles of twenty years ago rather
than now.

! agree with Vygotsky (1962) concerning his views on this
language-thought relationship. He stated:

Schematically we may imagine thought and speecl: as two inter-
secting circles. in their overlapping parts thought and speech coincida
to produce what is calied verbal thought. Verbal thoughr. however, does
not by any means inciude all forms of thought or all {cyms of speech.
There is a vast area of thought that has nc direct relation to speech,
the thinking manifested in the use of tools belongs in this area as ocec
practical inteilect in genera!.

. speech structures masteted by the child become the basic
structures of his thinking . . . thought deveiopment is determined by
language, le. by the linguistic tools of thought and by the socio-
cultural experience of the child. Essentially the development of inner
speech depends on outside factors . . . the child’s intellectual growth is
contingent on his mastering the social means o! thought that is
language.

in looking over these words of Vygotsky, the phrase ‘thought that has
no direct relation to speech. the thinking manifested in the use of
tools” | am reminded of the statement made concerning many students,
‘He’s good with his hands.” Because some students have had difficulty
in expressing their thougnis verbally or have not mastered the
mechanics of the skill of writing, teachers have sometimes assumed
that these students are dumb; i.e. they lack intelligence. We, as
educators, must be careful of such assumptions. An amu:ing story on
such a line is told in Ken Kesey's novel One Flew Over ‘he Cuckoo's
Nest in which Chief Bromden posed as deaf and durmbd in the
mental institution. It seemed that some people ignored hi- when he
taiked in early life; therefore he withdrew and decided ! ) silent,
As teachers, | believe it is our responsibility to help students i-anslate
thought into lafiguage, both verbal and written. Practical daily tasks,
such as the ability to tie shoelaces also demonstrate intelligence.
I've seen this activity analyzed step by step in & teacher's workshop,
translating a daily activity into a literacy skill. Try it for vocabulary
development! Your Realistic Reading Resources are muititudinous!

In being realistic about a situation, one looks at ‘the way it is’. An
assessment is made of the assets and needs. The first step concerning
improvement of reading in technical subjects whether in the sciences
or trade areas, should be a self-evaluation of the teacher's skills in
knowing how to teach reading. The ssecond step should he an assess-
ment of the pupils’ abilities and the third step should be an inventory
of the physical and material; that is, where will the reading actuaily be
taking place — in a lecture room, a laboratory or a machine shop?
What software (textbooks, dictionaries, references, rmagazines etc.)
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and hardware {cassette players, slide viewars. tchistoscopes, etc.)
are avallable?

What goals are set? Do the students take part in setting the goals
toward making themselves more excellent players in the game of life
by improving thair thirking and literacy skills? In order to improve
these skills the students have to improve the use of their language —
whether it is English, Hindustai.), Greek or Creole.

Too many people are wanting to break disciplines apart. focus on
specific areas and neglect other areas. Over emphasis of either
phonics or look-say methods without weaving in the meaning and
comprehension can cause our players to produce only a poor or
mediocre drama. Maybe we should heed the message of Lewis Carroll
in Through the Looking Glass when he wrote “*Take care of the sense
and the sounds will take care of themselves . Please don’t get me
wrong. Word attack skills have to be taught most times. Some very
bright children may have caught the skills by exposure or hearing
them taught to another. Many adults have no idea where. or when or
how they learned to read.

Let's check out the positive, before we try to eliminate the negs-
tive. The majority of people, unless deaf and dumb, are SO pe: cent
literate without instruction. | make a propositicn to the Adult Literacy
Class that | teach at night. | ask them if this sounds reasonable, “Any-
thing that you =an say with understanding. and anything you can hear
with understanding, you should be abie to read and write’". | ask them
to think about that. !s it reasonable? And they usually agree that it
sounds logical, so from thers we begin the battle for total literacy.

The most successful group that | have taught in Australia was my
first group of seven men that began last September, one night a week
for two hours. Another teacher worked with me 8o that possible
problems in communication that 1 might have as a migrant would be
eliminated. Each evening the men would come prepared to talk to the
group for a few minutes and to have their oral contribution tape
recorded. They would usually either give a personal anecdote or tell
a joke. | would transcribe their language, have the secretary type each
one's contribution and give it to them for reading at the next session.
The meaning was already there for them so only the decoding was
necessary. !f word attack skills or syllabification needed to be worked
on, what better way than in using their own language?

Many times it is when we impose our set of values on others that
resistance comaes. Let us think for a few moments on the linguistically
foreign environment of school. The language of home i3 often quite
differant, the language of the peer group is diffzrent, one teacher
speaks differently from another, and teachers speak differently to each
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other. A poem In that delightful book of children’s poems, The
Geranium on the Window Sill Just Died but Teacher you Went Right
On?, expresses it so well;

You taltk funny when you talk to the principal. Or when the teacher
next door borrows some paper. And when my mother comes to see you,
you talk funny. Why don't you talk to them like you talk to us?

So students have to decipher meanings from talk, and there are so
many messages being sent out, that misinterpretation in receiving Is
eacy.

PEANUTS
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“Good) &l
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Roger Shuy makes the following statement:

Linguistics have argued for the need to see the intarrelationship
of oral language and reading particularly in terms of the systematic
dtferences between types of oral language (regional, social. stylistic)
and now there is reason to believe that written composition may also be
a fruittu! introduction to reading skilis. This attempt at reuniting reading
with the other language skilis leads to many other interesting areas for
serious consideration. Not only must we know a great deal about the
language systems of the children whom we plan to make literate but
we must also know a great deal about the language of instruction (both
that of the teacher and the text), about comprehension of both reading
and oral languag2. and the interrelatedness of the study of language
acquisition and concept development.

150

140



Q

ERIC

Aruitoxt provided by Eic:

in the primary schools, there is the taik or language of the basal
readers or reading scheme. Does it sound like a real talk? Is it
‘Language For Life’ as discussed in The Bullock Report? And of
course the ultimate in this linguistically foreign environment is that
of the textbook in so many of our post primary subjects. Secondary
poople are becoming aware of the vast discrepancy between students
actual reading leveis and the readability levels of their textbooks.

In assessing your classroom scene, | would hope that these are
two of the first points which you discover. Number one — the approxl|-
mate reading level of each of your students, and number two the
approximate readability levels of your class texts, supplementary
texts and hand-out papers. The reading levels of the students may be
assessed in several different ways. However, it must be remembered
that a reading level in literature for a particular student may be
several grade lavels higher than the reading level for that same
student in science material. Most reading tests use literature or
social studies materials for their major items. That is why it is well
for the reading resource teacher in the school to be on the achieve-
ment testing team and to sccure grade placement scores in each
subject area for each student at the teginning of the school year.
There should be an individual index card for each teacher of every
child with his various subject levels designated. However, with regard
to estimating readability levels of materials, should you not have &
favourite instrument, | would suggest that you experiment with the
Fry readability Graph. Before Fry published it in the Journal of Read-
ing, April 1968, in workshops | conducted for Science and Social
Studies in Florida, we devoted much time to the lengthy process of
using the Dale-Chall formula and the Dale list of 3.000 words. Another
technigue that is rapidly coming into much use for matching students
and books is cloze procedure. One of the uses of this technique is to
help teachers decide if they want to purchase certain texts for their
students.

Knowing these two mechanical, kind of hard, cold facts about
the scere and *hat our students have a reading level span of probably
eight grades and that some of our print resources are far beyond the
reading level of many of our students and agreeing that language —
vocabulary — words are in the tool kit to do this literacy scene, what
do we do next? How do we go about developing the language com-
munication skills, particularly of those students who so desperately
need them developed? What do we know of their interests, ambitions,
self-concepts? It is important for us to know? | believe it is. 1 don't
be!ieve that we can get to first base unless we know our students ar.d,
also. that they know us and trus? us. | believe that education should
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be an educaring process. Too many times we have the problem of the
unmotivated. and we don’t exactly know why. Daniel Fader, author of
Hookec on Books and The Naked Children tells of the lad, Wentworth,
in The Naked Children.

sure | can read. ! have been abie to read ever since | can
remember. But | ain't never gonna let them know. on account of iff'n
! do I'm gonna have to read all that crap they got.

So what do we do? Try the unorthodox? We want to help them to
improve their vocabulary, their comprehension, their word attack
skills, but first we have to get their attention. | must share the story of
Vernon, the six foot five Form Il young man who was only staying in
school until leaving age.

Vernon's literacy skills were very limited but his interests in the
real life outside school were keen. | was trying to teach this class of
juvenile delinquents . . . and one day in total defeat, | decided that
it would be a fres reading day in the library. | wanted it to be free for
me. too. You know teachers are humanl | think students don’t always
realize this. Anyway, Vernon. who never read or did a written assign-
ment was totally engrossed in a magazine. | looked over his shaulder
and he was studying a liquor advertisement. | asked him what kind it
was and he immediately named Smirnoff Vodka. | asked him if he
would mind going through the magazine and copying down the names
of all the liquor, beer, wine and ale advertisements. This was intrigu-
ing to him. so he immediately and happily went to work.

His mates became inquisitive and wanted to do what Vernon was
doing. | made a very secretive affair about it. as to the possibility of
my losing my job if the principal discovered what | was allowing them
to do. Magazines containing liquor ads had been banned from this
library in previous years. so it was somewhat 8 new deal. The boys
began competing to see who had the longest list and when they read
their list to me individually | subversively weaved in word attack and
syllabification skills. But. after this experience, THEY LET ME INI

And this is the first secret of successful teaching. | believe. Do the
students accept what we are trying to teach? | believe that ths first
step in communication has to be meaningful. This thing called
reaning. understanding. comprehension or thought is so idiosyn-
cratic — in that it resides in a particular individual as a unique
function of his experiences and the particular ways in which he has
classified those experiences.

So it is with the concepts which emerge as a result of the
codifying process. For instance. my concept of the word tea may not
be the same as the general Australian concept of tea because my
experience of tea has been vastly different from yours.
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| knew tea as either hot tea with lemon, or cream, or iced tea only
whereas for you ‘tea’ may be your three course evening meall There
are so many multiple meanings. Meaning. then, is in people. not in
words, phrases or sentences.

My closing thought would be this! If teachers enjoy school,
students enjoy school and learning takes place. The worth of the
individual is supreme. The black boy who wrote to his former Reading
teacher from Vietnam after she had sent him a birthday cake saying.
‘Miz Knowles, you wuz the first person to ever make me feel like
anybody’, illustrates communication and heart-felt language. The
Resources that she used in trying to teach Reading must have been
Realistic.
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THE PIT AND THE AMBULANCE 16

Diagnosis and Preventative Teaching in
Relation to Language Skills

Angela M. Ridsdale

Since “’Literacy. a Focus for the Future’ is the theme of the first
Australian Reading Conference, it will be of soma value to us to ook
at literacy in the context of total language. For that is what the
Bullock Report (1975) did. The title of the Report, A Language for
Life (HM.S.0., 1975) demonstrates very clearly the Committee’s
concern for a positive developmental view of reading as an important
part. but only a part, of the total fanguage process. and. that. to repress
a child’s talking. listening and writing in favour of its reading is to
repress its general language development and. in turn, its reading as
well. In fact it goes on to say that reading itself is more than a recon-
struction of the author’s meaning. It is the perception of those mean-
Ings within the relevant experience of the reader. So when James
Britton who wrote the chapter on ‘‘Language and Learning’’ chose to
head it with this quotation from Georges Gusdorf. ‘Man interposes a
network of words between the world and himseif and thereby becomes
the master of the world’, it Is evident that language is seen as the
means by which we structure reality. Tc quote from that chapter:

Man's individual, social and cultural achievements can be rightly
undarstood only if we take into account the fact that he is essentially a
symbol-using animal. By this account wha: makes us typically human Is
the f{act that we symbolise, or represent to ourselves, the objects,
people and events that make up our environment and do so cumula-
tively, thus creating an inner representation of the world as we have
encountered it. (A Language for Lite, 1975.)

It is not surprising then to find the Committee drawing these
inferences from the relationship between language and learning:

1. ail genuine learning involves discovery, and it is as ridiculous to
suppose that teaching begins and ends with ‘instruction’ as it is to
suppose that ‘learning by discovery’ means leaving children to
their own resources;

2. tanguage has a heuristic function; that is to say a child can learn
by talking and writing as certainly as he can by listening and
reading;
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3. to exploit the process of discovery through language in all its
uses is the surest means of enabling a child to master his mother
tongue. (A Language for Life, 1975.)

Equally obvious too are the reasons that prompted the Committee
after making such a claim, to go further and articulate the natural
coraollary for such a credo for those concerned for its translation into
practice:

We believe it is @ssential that all teachers in training Irrespective

of the age group they intend to teach should compiete satlsfactorily a

substantial course in language and in the teaching of reading.

(A Language for Lile, 1975.)

1f schools are to achieve their aims of enabling a child to master
his mother tongue, then teachers need to be considerably more
sophisticated in their attitude towards language in the classroom. It
is essential that teachers be equipped to evaluate the language
environment of the classroom and to subject language to critical
scrutiny. They need to be fully aware of the kinds of demands
they can and should make on the child’s linguistic and cognitive
competence. They need an adequate knowledge of language theory
from which to derive some explanations for the language behaviour
observed in any instance or group of instances of language
deviancy. And they need to be able to plan a programme which is
based on the facts of language and language acquisition and a particu-
lar child’s linguistic capacity and competence. But if the teacher’s
professional preparation has not included language study approached
through a theory of language that provides a principled basis from
which the curriculum components are derived, then with the best will
in the world hls or her teaching may be not only less effective but
actually inhibiting to the language development of children and thus
to their cognitive growth. Hence, as the Bullock Report noted, there
Is an urgent need for inservice language education.

But ‘any theoretical knowledge offered to teachers must be inte-
grated with the intuitive knowledge on which their teaching is based.
Knowledge of linguistic theory alone has little impact on teachars’
classroom behaviour’. (A Language for Life, 1975.) As Havelock
(Havelock, 1971) so rightly argues, to rely exclusively on formal
courses is to misjudge the school as a social organism and under-rate
the part the teacher himself plays in initiating change. The individual
school is a highly important focal point in inservice education and any
approach to extension of further education that ignores its potential
as a dynamic force is doomed to disappeintment. Any language pro-
gramme for any school must begin in and with that school.

Teachers need to know the answers to the following questions:
1586
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Does the development of language stimulate the cevelopment of
thought?

What strategies are used by children in their acguisiton of
cognition and language?

What roles do aduits play in language cdevelopment?

Piaget begins his study of The Language and Thought of the Child
by asking ‘What are the needs which a child tends to satisfy when he
talks?’* {Piaget. 1955). To answer this, one needs to understand
some basic Piagetian concepts. For Piaget. cognitive development,
from the very beginnings of life through to adolescence, is marked by
the individual's active and unconscicus structuring of the input they
receive in the environment. Even before language is aquired children
begin to construct their own reality for themselves. In the sensori-
motor stage they learn that objects have pérmiariénce. arthe begtntng
of the preoperational stage they master use of objects to represent
other objects in play and thinking. Finally, by having developed the
ability to form real mental images and have labels for these images of
objects. they cormment on absent objects and past events.

in Piagei's theory, cognitive development determines the ccurse
of tanguage growth. The role of the classroom teacher, therefore, is to
establish an atmosphere which offers children activities and objects
which will stimulate them toward optimum growth. Not only should
adults provide objects and produce events designed to promote think-
ing but they shou!d also use both their own and the children’s
lanpuage to probe and discuss the problems the chitdren encountered
in such a way as to provide the children with activities, objects and
questions to promote further cognitive growth. Furth {Furth. 1870)
provides an excellent framework for study for a schocl intent on
developing a continuous and consistent policy.

in contrast to Piaget. Vygotsky (Vygotsky, 1962) sees the dialogue
between adult and child as one of major importance, as a critical
factor irfluencing language development and a sfimialus to cognitive
growth. Thus children learn names and language sirucilures from their
dialogue and abile the child takes mamy pedrs & Lrowth to TEHTH
mature coneeptual levels, the begimning of language and thought
comes from the mode! provided by adults. Hence in Vygotsky's view
the role of adult language is clearly critical for all language and
thought dev=lopment and a classroom for young learners would need
10 be based on language activities desigred to use terms that provide
children with cognitive growth.

Bruner {(Bruner, 1366) stands somewhere between the two.
Lelieving & he does that language plays a stronger role in stmulating
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thought than coes Piagel. but does not give it as predominant a role
&s does Vygoisky.

According to Bruner, language becomes a major stimulant to
cognition once language acquisition begins. because the quite sophis-
ticated strategies used by children as they acquire language become
available for cognitive learning in general and are crucial to cognitive
devislopment. in the early stages language stimulates thought by
previding children with a complex structure which helps in organiza-
uon of general cognitive structures. Later, language hefps older
chiidren antain the achievement of mature thought of individuals who
use language to abstract the features of experience and reorganize
them into a rational system. So. in answering the questions a school
shoyid be asking itself before it develops a language policy, Bruner
indicaies that language dees stimylgte cognitive develapment in many.
respects. Further, he believes that strategies usad in language acquisi-
tion serve as stimulants to the development of thcught.

Brunmer's view of language can provide an acceptable guideiine
tor planning construction for the primary school while fincdings from
Piaget’s work and Vygotsky's insights extend Bruner’s framework.
Children must have active involvement with concrete objects if they
are to develop the thinking strategies which will in turn increase
language ability. But to follow Pisget’'s theory alone in developing a
schoo! policy might be to ignore the educative role of adult language
except as an extending and probing mechanism into children’s think-
ing. We might also underestimate the educative value of children’s
vercal output except as an indicator of cognitive [év21 as suggested by
Furth. On the other hand. it we were to follow Vygnisky exciusively,
we wou!d stress adult language.

I am arguing for a school language curricu’yzy {73t combines
elements from all three theoreticians.

A good school programme shou!d provifje chiiidren with pienty of
indemndent activity. as would a Piaget-tnasad pro | aama, i ardayr
1o ensurg active structuring and involvemian! In evznis,,

in addition. this programme should jmoiuile imany Dpportunitles
for o7 Cren 10 Nedr aNa interact with adulill and emch. wiher isi duglogue
as Vygotsky would recommend. Finally, s Brunsr suggests, 2 pro-
gramme of mer i encourages chilcren to dinacrive Gl Ceneishise in
their own terms and to build on the language Torms wserd.

Tne school must be clear in its own acceptance of 3 distingtion
betwueen two kinds of language. There is the Janguage mecessacy Mo
the c¢-velopment of the personal self: those imugimativee and ingi-
vidually creative aspects of language astivity. There 5 2iso the langu-
age which enamles us to make relatiunships wilin athers; the public and
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social aspects of language activity. In addition. the education system

demands of childrer: certain language activity that society expects of

tnose who have bteen or are going through the formal educational

systern. So a distinction must be drawn. Doughty and Thomnton use

the terms ‘language for learning” and ‘language for living” when they
83y

Language lor living (will) refer to all the ways in which human beings

make use of language in the ordinary course of their everyday lives; and

language for Jearning will refer 10 all the ways in which language enters

into the process of teaching and learning. A proper understanding of

the relationship batween fanguage for living and language for learning

is wital to a coherent theory of language study. Unless we sec Clearly

the ways in which language for learning relates to, and derives from

language for living, we will never be able to make sense of the language

—— ——noedo-ol-the-iearners 2o the-linguistic-probleme-thal face all- leachess.—— ——

{Doughty, Thomton, 1873.)

With such a distinction in mind therefore the school as a whole
and then tne teachers as individuals need to see that language is for
fiving with and need alsc to be bold enough to set down some kind of
policy, or credo or manifesto to which all teachers can subscribe and
by which they will work.

it is worth noting here that while the Bullock Report states plainly
that “‘a child can learn by talking and writing as certainly as he can by
tistening and reading’’ nevertheless the Report also notes the develop-
mental nature of language and the undoubted fact that children come
to school with considerable individual differences in their performance
as users of the language.

It seems of little profit here to become embroiled in the Great
Debate ~parked off by Bernstein in the late 1950’s when he wrote his
first article on ‘formal’ and ‘public’ language. Too much has been said
and written on the so-called restricted and elaborated codes already.
Bernstein has become the central figure in the continuing language-
deprivation struggle. Much of Bernstein’s initial thinking has been
reformulated partly because of growth of his own insights and partly
because linguists came to the attack armed with powerful linguistic
arguments to challenge what was until then considered as a socio-
fogical thesis. Educators found that language intervention programmes
based on the notion of language deprivation were generally unsuc-
cessful over any length of time. The psycholinguists and sociolinguists
began to question seriously the relationships between language
utilization (Chomsky’s notion of performance) and cognitive or
intellectual functioning. The simple equatio«n of school failure with a
language deficit simply did not balance out. Other terms enter into
calculation — self-esteem. values, language and thinking styles.
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motivation. school structures, teacher and parental expectations and
the suitability or otherwise of schoal curricuia in terms of catering for
cultural and linguistic diversity and pluralism. So the notion of
language difference has replaced that of language deficit. No longer is
the child perceived as deficient or lacking in language. Rather. the
child is seen as having a particular kind of linguistic performance and
the weacher’s task becomes one of opening up other options rather
than topping up deficits. The teacher is to create an environment in
which innate linguistic structures can be developed through rich
experiential interaction with the enviromment. Such interaction can
only take place when children are conficent, both in using their own
language and in knowing it is acceptable.

f we_accept the fact that a3 major task of the primary school as

presently structured is to develop oracy and translate it into literacy
using material written in the standard dialect with all its complexities
and subtleties then obvicusly the child who lacks access to the know-
ledge. and thus the power. contained in this very large and diverse
range of materials. is at a disadvamtage however much we may assert
the vaiidity and integrity of his/her own dialect. The child must be
offered the opporiunity and this mus: necessarily mean being offered
the nacessary entry language.

if the teacher then is to play such an important role in giving the
child access to a range of language uses. how should such situations
be structured? There is a good deal of research to indicate that a
dyadic inleraction between teacher ana child. especially when a Taba-
like mode! of questioning is adopted is perhaps the most fruitful and
productive approach. Interaction of child and chila. smail group dis-
cussion and story histening and telling, creative drama and imitation
all make their significant contribution. Blocom. using data from 22
countries, found uniform indication that the age of 10 years is the
cutoff point for verbal development.

White there 1s no pont in the chilc s educational development at
arica tt1s ton fate to improve conditions there is considerable evidence

“pat in schonls as they are presently orgamized the critical point for

wrazl education i pricr 1o about age 1. (Bloom 1973))

S0 the primary school years appear crucial. Are classrooms and
curricula, as currently constituted, offering the under-tens sufficient
stimulus and opporiunity for the verbal interactiun vital to this
growth? Do they atxnowledge the concept of readiness or maturation
propnsed by Piaget — ‘thet children can do only what they are able at
any soirt in time? Do they perceive the teacher's objective as the
setting un of an optimum level of cdisequilirium so that accommoda-
tion ang assimiliation in the Piagetian sense wilt go on and the child
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will develop through a3 continuous process of leam'er—environment
interaction? Most teachers would claim that their classrooms with
their frequent discussion-periods Go just this. Yet Holt looks with
cold realism at the unfortunate reality when he says:

'/foadiscussionsarepretryphmyanyway...mwamer’s
questions get more and more pointed until they point straight to the
answer. When the teacher finally geumeanswerhewasaﬁerhetalks
some mo:etoma.kesurea!ltbestudemsundersxanditisthe“righf'
answerandwhyitis...Somewherewegotthecrazynoﬁonma!a
class would learn most efficiently if everyone was learning the same
thing at the same time &s if a class were a factory. (Hoit, 1972)

Whers is that imaginative soficiting and clever structuring of the
situation that fosters casual, relational and hypothetical thinking in
children? Whese is that series of teaching strategies that will lift the
leve! of cognitive activity in class? “WHére s that—free—and-—wide————
ranging rolloguium in which sophisticated language usages can
flourisk?
if the growing body of research evidence on language facility is
correct. then skill in language use and the opportunity to engage in
individual verba! interactions go together. Viewed in that light most
classrooms must be regarded as highly inadequate sertings for learn-
ing. |f one may argue from Cambourne’s naturalistic research, it
seems obvious that Australian classrooms are predominantly passive
iistening envircnments. He reports that:
ciassrocms are extremely non-participant. while in school in one’s first
year of schoof it is highly imprcbable that one will have many oppof-
tunities to become actively invoived in a dialogue-inducing situation. On
the other haad. a massive 82% ot one's total talking time is spent in
silenc: ~verheanng someone eise talk (usually the %eacher}.
{Cambourne, 1974.)
His researches showed that:
\n the ciassrcom nearly 40% of the total number of muitipie or group
encounters were class-unison responses, e.g. the chanting of comning-
tions or recogrizing Sight words togetnher, and so on. The other 60% ot
multiple or group encounters occurring in the classroom were made up
ot incidents in which a child took up a teacher solicitation to w, ‘ch
anctrer chAd maz responded  erther incorrectly, inadequately . r
incompletely. {Cambourne, 1974.)
B¢ some ingenious mathematics Cambourne comes up with the horri-
fying slatistic that. subtracting holidays and weekends., a school year
averages about 40-42 weeks or approximately 200 days.

A full session on each of those days tasts absut six hours, five ot
them within the four walls of the classroom. Thus a regular attender
~-ght well log up about 1.000 hours \nside a classroom setting in which

4 opportunities for tuli-blooded d:alogue experiences are avsolutely
—nmal. (Cambourne, 1974.)
However all is not gloom on the Australian scene as one after
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another the various States move towards radical re-thinking of tradi-
tivnal divisions of the English curriculum in primary schocis. Such a
movement is the direct outcome of ideas that had their genesis on
either side of the Atlantic, in the U.K. and the U.S. The convergence
of two separate streams of research — in linguistics and psychology
— has thrown fresh light upon our knowledge of the way children
learn language and chailenged traditional assumpticns and methods.
The Victorian Education Department’s language Curriculum State-
men* which was compieted in 1974 may be taken as a fair example of
the application cf such insights to the construction of a language
curriculum that attempts to achieve a logical consistence with the
structure of language and its developmental course in children as well

as with the nature and deﬂe_e;_o_fléﬂﬂme_dﬂmcas__mww_b,_—

enicountered. The Introduction states:

Since 1955, when the last English Course of Study was published,
researchers have gathered an increasing body of knowiedge about child
growth and the part that language plays in the child's overall
development.

Since i968 the Primary Schools English Committee has been com-
piling new material concerning the language development of chitdren
in the primary school.

This raterial now takes the form of a language curriculum state-
ment, with accompanying guictes to amplify particular areas. It does not
constitute a ‘course of study’ in the traditional sense. It has been
develcped with a view to providing background information for thoss
teachers who have been developing alternative approaches to sections
of the 1955 English Course of Study to meet current needs.

With the growth of primary school autonomy the teacher's role nas
been widened for he mow not only has to accept responsibility for
course implementation but also for course development.

it was with this pousy in mind that the Primary Schoois English
Committee adopted its present style of presenting material. The stato-
ment with its guides is best seen a3 a source oOi theory and teachinrg
suggestions from which teachers may plan and devise a languaga
development policy according to their pupils’ needs, and then revise it
in terms of 1heir own evaluation. (Victcrian Education Department, 1273.)

The Language Curricuium Stalement

This is a reference statement of the rationale for language teach-
ing in the primary scheol. There are three parts to it — oracy, literacy
and evaluation which are acconipan:ed by ver, fully outfined resource
material for stimulating speaking aad writing, for drama . d for
reading.

The oracy section outlines some :zc2nt theories of children’s
development in speaking and listening, and includes exariples of
activities the teacher may employ to prcmote this devulopment.

The literacy section treats the teaching of reading and writing, as
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an integrated process: literacy acquisition. Drawing on psycho-
linguistic theory the language experience approach to initial literacy
acquisition is advocated, with two different styles of approach pre-
sented for teachers’ consideration. Attention is also given to develop-
ing the skills of reading and writing in the upper school. There is an
“|deas for Writing’* section which serves to assist teachers to promota
children’s interes: in written expression as a means of clarifying and
examining their own experience and communicating it to others.

Tha eva/uation section contains guidelines by which teachers are
encourdaged to Jdevelsp a course in their own schools bearing in mind
the specisl neer’s of their children. It a:z0 includes a statement on the
evaluatica of children’s progress in language development . . .

The prevailing thought throughout this Language Curriculum Sta!?-
languaga Is
best promoted within contexts that are meaningful to him, and which as
far a= possible, serve purposes which he sees to be of value to him.
1t is the contention of this statemnent that language skills cannot be
developed in isolation for their own sake; moreover, that the child is
never let feel that he is learning to read and to write and to re-enact
events, and to pursue investigations only because the school and his

parents expact it of him. (Victorian Education Department, 1976.)

Victoria is not alone in such an approach to the development of a
language curriculum. It is concerned, as are other states, to produce
guidelines relevant to the needs of today’s children and also to offer
pre-service and particularly inservice education to meet the wants of
today’s teachers. For in an age that may fairly lay claim to be called
the post-literate age, traditional assumptions about language learming
and their attendant corollaries in language teaching are obviously
proving inadequate.

The increasing number of school children who are still function-
ally illiterate at entry to secondary school gives eloquent testimony to
the educator’s failure to acknowledge what linguistics, psychology
and sociology have to offer to curriculum construction. The need for
a fresh approach is self evident and has been ignored for too long.
This brings me to the real point of my paper, which is officially titled
‘Diagnosis and Preventative Teaching of Language Skills’, but as
T. S. Eliot said,

Words strain,

Crack, and sometimes break under the burden,

Under the tension, slip, slide, perish

Decay with imprecision, will not stay in placc

will not stay still. (Eliot, 1948.)

One of the words that has cracked. slipped and <lidden is
diagnosis. We tend nowadays to corine its use tc a clinical context
— to suin up the symptoms ana make & judgement abcut a conditicn.
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It actually comes from the Greek — two words — one dia meaning
through or thorough, the other gnosis for knowing or knowledge.

Thorough knowledge of language theory and its application to the
classroom is the preliminary ar.d essential beginning of good teaching.
And what is good teaching but successful teaching i.e. prevention of
failure? Teaching is by definition a transactional affair that involves
the teacher and learner in a kind of dialogue. If it is to be teaching
at al! it must involve learning for it is as ridiculous o say ‘| taught
him that but Le didn’t learn it as it is to ciaim that ‘l sold him some-
thing but he didn’t buv jt’. The teacher who brings tr- the classroom
a theory of davelopment linked both to a theory of knowledge and to
a theory of instruction is in a fair way to find the source of success.
To a degree, to talk of remedial teaching is to talk of teacher failure.
lance’. It’s quite simple really, and | have my grandmother to thank
for it. She used to te!l the story of the Wise Men of Gotham who were
troubled by the existence of a large pit just outside the town into
which, in the dark, many worthy citizens were wont to fall, injuring
themselves grievously in the process and requiring a number of other
worthy citizens to turn out at all hours of the night to haul them up
and transport them to a hospital. So the Wise Men put their heads
together and decided to station an amtulance permanently near the
pit so that it would be always ready for the rescue operation. Until
one. who had beer silent up till then asked the others, ‘Wouldn’t it be
better to build a fence around the pit so that no one would fall in at
aly
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THE PRE-SERVICE AND INSERVICE 17
READING EDUCATION OF TEACHERS

David Doake

In one sense this paper shoutd be unnecessary. Coming in the
wake of the Bullock Report, A Language for Life (1974}, Ronald
Corder’s (1971) massive study The Information Base for Reading,
Mary Austin’s Professionial Training of Reading Personnel (1968) and

_the results of her highly significant Harvard-Carnegie Study The Torch

Lighters Tomorrow’s Teachers of Reading {1961), anything that T
might write would pale into insignificance. A further damper was put
on my enthusiasm towards the end of my preparation for this paper
when | read a review of a book of 310 pages published by the Inter-
national Reading Association in 1974 edited by Sartain & Stanton,
entitled Modular Preparation for Teaching Reading: A Professional
Program for Preservice and Continuing Education. Obviously the
writers of this important book had covered the field very comprehen-
sively and anything | might add would be repetitious. But Flight
(1974) managed to rekindle my enthusiasm by concluding his review
with 2 call for large numbers of us in schools and universities to
rally behind the editors, in their request for the new smodule which
they have formulated to have "a drastic effect’ on teacher education in
reading. So in a sense this is a rallying paper to assist in the develop-
ment and impiementation of quality teacher education programmes in
reading.

it draws attention to some educationally naive iceas in reading
education which seem to be pervasive in their effect on progress being
made in the field. It highlights the need for teacher education in
reading at ali levels, and it outiines some possibilities for programmes.

in endeavouring to answer the question "Has improvement in
reading reached a plateau?’ from the standpoint of improvement in
tzacher education in the United States, Harsh (1971), as a result of
an extensive investigation, was forced to reach the lamentable con-
clusion that ‘it is apparent from our survey of the descriptions of
courses in reading instruction that there has been little institutional
response to the challenges of Austin & Morrison (1961) to improve
teacher education’. Apart from the initial improvements implemented
as a result of three year teacher education programmes for primary
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teachers in New Zealand and so:re promicing recent developments in
inservice education, the same conclusion couid be reached. It is my
belief that this lack of progress is causad primarily by the general
acceptance of some irritatingly limited educational ideas which
continue to prevail.

Some Harmtul Beliefs
You can train reading teachers

The first of these is a belief than you can train potential teachers
through pre-service courses of a few semester hours to ‘teach read-
ing’. But you cannot do that. You can train almost any parent or a ten
year old child to take a class for ‘reading’ using an SRA Laboratory,
or to listen to a group reading orally using barber shop (Next pleasel)
techniques. But this is not teaching readinp. Both of these activities

T aremtestshoattons where the reader mdy well be practising more bad

reading habits than good ones. You give teachers recipes when you
train them and teacher trainers have been doing this for years in pre-
service and in inservice courses for reasons which will become
apparent later in this paper.

Education on the other hand implies an uriderstanding of what one
does based on carefully thought out principles and reasons. If you
were "educated in reading’. you would never use oral circle reading
methods for any purpose and you would certainly think twice about
using SRA Reading Laboratories because of their heavy test emphasis.
Becoming educated in reading and reading teaching is a life-long
process and it cannot be achieved in relatively short pre-service
courses. Continuing education must be provided in this field for all
teachers. Anything that | write in this paper applies equally to pre-
service and inservice reading education.

Primary teachers only are responsible for reading teaching

For too long it has been believed that primary teachers only, and
more especially those primary teachers who are concerned with the
very young. have the sole responsibiiity for teaching the siudents who
are moving through our educeational institutions how to read. The
beginning and the end of the process of learning to read effectively
have been left almost entirely in the hands of the primary teacher. Lip
service has been yiven to the truism that the development of the
individual’s ability to read is a continuous process. Teachers at all
levels of educarion have a direct responsibility to contribute to the
development of this process.

You can read — you can teach others to read!
Not only has the teaching of reading been left in the hands of our
primary teachers, but it has been left in the hands of teachers, who,
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until recently in New Zealand at least, have experienced cnly minimal
courses in reading education as part of their pre-service education.
Too many of our primary teachers 5till enter classrooms with limited
knowledge and skill in the teaching of reading. Their courses in this
vital area of the curriculum may have been of brief duration, limited
in scope and perhaps of marginal quality. They may not have even
been required to take a course in reading. Even more importantly they
may have gained very little from the course they took because of a
variety of - factors: their relative immaturity and not knowing what
they ‘needed to know’; the difficulty the pre-service course teacher
faces in countering the effects on students of approximately 10,000
hours they have already spent in classrooms: the effects of seeing
reading badly taught during school practice but not being aware of
this; they may not have beer. abie to study effectively because of their

own low Tevel of ability inTead:ng.

But the principle seems to be that if you can read as demonstrated
by your ability to satisfy course requirements and exams, you can
teach others to read. whether you have displayed your knowledge
and ability to do so or not.

Qualitications in reading not necessary for teaching the

teachers
The first Harvard-Carnegie study conducted by Austin & Morrison

{1961), found a preponderant emphasis on elementary and general
education in the backgrounds of teachers holding positions in reading
education. Austin (1868) summed this up by stating that ‘It appears.
then, that undergraduate courses in reading instruction were being
taught by those whose own preparation had been in education
generally rather than reading specifically’. This observation is strik-
ingly similar to the New Zealand scene and apparently to the Aus-
tralian one as well. We have only one teacher in New Zealand who has
majored at both the master’'s and doctoral degree levels in reading.
Although this person is at a teachers college he has only a minor
responsibility in reading!

But this lack of qualifications in reading can hardly be laid at the
door of those holding positions in reading education sirce courses
of study beyond a basic methods level are not available ir the
country. Again. to the best of my knowledge a similar situation exists
in Australia. Those who at present hold positions of this kind have
demonstrated a marked ability to “learn on the job’", but | wonder
if we would accept that our surgeon, our lawyer or our engineer be
allowed to practise with only a general study for preparation?

Equally alarming of course is the problem of the school principal
or the senior assistants in our schools, Many of these teachers would
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not have experienced any pre-service reading education courses and
may have attended a brief inservice course in this field during thsir
careers as teachers. They have been teachers when oral circle reading
was king, where ‘grunt and groans’ phonics predominated, where
reading was seen &s one of the performing arts. And now they are in
positions of leadership in our schools. Unless they have made a per-
sonal study of the field of reading it would sezem to be unlikely that
they could evaluate the effectiveness of the reading programmes in
their schools or offer much in the way of guidance to their teachers
with any degree of confidence or competence.

The Need for Teacher Education in the Field of Reading

The good news

Despite the cries of alarm concerning the lowering standards of

——4“eracy—whoch—appea¢—m—our—qaws_medaa_imm_nma_m_nma~and._

despite reports such as that of the National Foundation for Educa-
tional Research {Start & Wells, 1972) which a2ppeared to demonstrate
that there had been a downward trend in reading standards in the
United Kingdom during the late 1960°s, the available evidence indi-
cates that the students in schools, colleges. and universities in the
United States at least are reading slightly better than ever before.
Gates (1961a). Schrader (1968). The rate of improvement does not
appear to have been very great and the measuring instruments are
frequently blunt and suspect. but it does seem that we are not reading
less or any worse than we were a couple of decades ago.

Again on the credit side in reading. the books that we use for
instructional purposes are vastly improved and the ‘Come Janet, Come
John. Look, look’ kind of material i= no longer acceptable to the
majority of our teachers. Finally, over the past decade in New
Zealand at least. basic reading methods courses have become com-
pulsory for all potential primary teachers at least and hopefully these
may have had some effect on the quality of reading teaching.

The bad news

Although standards of reading achievement are not falling, our
schools, colleges and universities are stilt littered with students who
are reading well below their potential, students who are in fact
seriously retarded in reading. In our primary and secondary schools
at least these students have their failure exposed almost every day.
Through this exposure in front of their peer group and their increasing
awareness of their difficulty their self concept receives a regular and
deliberate battering like a stock car on 2 Saturday night. | have con-
ducted numerous diagnostic reading in‘crv,=uws with students from six
vears of age to adult level who are 21! 10 tzeqguently literally cowered
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by failure in reading. whose confidence has been sapped by years of
exposed failure, who see books as something to be feared.

About twenty years ago | was teaching in a ‘special class’ for
backward children and a new twelve-year-old boy arrived in the class
from a country school. | decided to conduct an informal reading
inventory and gave him a book at a six-year-old reading leval. He
immediately burst into tears. | discovered that Tim had had that book
every day of his school life for reading. He had not been allowed to
move on to the next book until he had read that one perfectly! After
three months on language experience stories based on farm life Tim
had developed a reading vocabulary of 140 words. | have never for-
gotten that experience.

Teachers have got to stand up and be counted when adult
histories of these people all too frequently demonstrates that their
failure can be laid at the door of clumsy teaching. All too frequently
these illiterates have been made that way by the kind of practices they
have endured during all their school days. Thay have been categorized
as failures very early in their school careers. often branded with that
useless and appallingly harmful teacher-and-parent-escape-label
‘dyslexia’. They have been put in the ‘bottom group’ year after year.
their difficuities never adequately diagnnsed, let alone treated. Some-
times they are subjected to a battery of tests by a schoo! psychologist
and the report of their failings sent back to the school. Seldonr how-
ever does the psychologist report anything positive concerning what
the child can do with language. Even more rarely does this report
contain much in the way of pcsitive and constructive suggestions as
to how this child may be helped. The report is filed and forgotten.
The reading failure remains a reading failure. Apathy and withdrawal
be zome the escape routes until something drives them to seek help
outside the school system.

Significantly. investigations conducted by Austin and Morrison
(1961), Adams (1964), Komarek {1962}, Farr {1968) and McGuire
(1969) and others revea! that teachers feel inadequately equipped to
deal with diagnosis and treatment of reading problems and ways of
meeting individual differences.

. If for no other reason than to reduce and eventually eliminate
reading failure in our schools, colleges and universities, potential and
practising teachers must demonstrate their ability to identify those
students experiencing difficulty and take the appropriate steps to
alleviate their difficulties. To expect teachers to become skilful in this
complex task on the basis of intuition may well be expecting the
impossible.
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Procluct vs proces:

The recent Aepor o¢ the Curniculum Review Group of the New
Zealand Pos® Primury Teachers Assocation Educstion in Change’
gives ancther compelling reason for providing teachars with adequate
courses in the study of reading. In the seuiion of the report Jdealing
with ‘Learming and Enguiry the committes recurds that. ‘The theais
of this section is tha deveiopmant in yeung paop * c! tm wrge to
enguire. The foliowing statement summaizes | «s thesis simply: that
enquiry promeizd the 3bility to earn Fow 19 (.3, This abitity sub-
sumes 3if othe’ yompetencias Giscussed n té is report’. (1969, p. 39.)

That such a statzment could emarats fiom 3 group of teachers
mast of whom have ior ysars been responsitie for presenting »
curriculum = med si having students absorb tremendous amounts of
relatively useless factual information for the major purpose of retriev-
ing it at examination time, dramatically deitonsirates the direction of
8 highly significant and much needed change in secondsry eclucattion
at least. The emphasis in education is srifting from product te
precass. from having pupils memorize large emounts of inert informa-
tion, to tha processes involved in lisarning and enguiry, from pupiis
being constantly taught what to lean to pupits baing stimulated
encoursged and taugtit how to lesyn.

As thus bhappens the emphasis will shift from teachera Geing, as
Anderscm (1968, p 10) cujgesss. ‘primary sowrces of information’ 1o
books being dme of the mapmr resouwrces uSed by pupils. It our
secondary teschers sre Mot traimed im the use of soundly bssed
methods of gueding and tsaching their students how (i reedd these
books. ‘the 'sarning how e learn’ philosophy will stagger slong like
an engine starving for the wenmt of tuel

The meed for thoughtful criticsi, constructive amd independiemmt
tesrners is far gresier iodey than ever before — and this need willl ge
on growing The catemities of Poputetian, paverty, prwer (hwmmen snd
ucimar) and pulldtion sre Cemamding rational and umiversal action.
The reed is wrgent for readers who can gather infermstion rapidby.
swgtuate critically and mas rapid amd g decisions 88 3 resuit of
thete processes The need s wrgent for more and more pecpie to resd
reflectively and srtive at decisions imdependently which witl ssaist n
diverting their agbans fram tHinit cosrses of virtual self Cestruction.

| maks no apology for using Don Fabuns (1967) story of the
Shafter cow 33 H. Alan Robimsom (1969) did to higihght this wrigent
womtd 10 Gevelop isatters and lesders whe are potent, critical. wmter-
active readers

At gaacty 513 2m the 18mh of Az 1908 @ cow was standing
somewhere betwepn the man Be//m and the miflking shed sn the o)
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Shefte? Ranch in Calitorra, minding her own business Suddenly, the
arih shook, the skiss trembied. and when it was all ower, there wae
nothing showing of the cow abmerwndMJbadMu‘dlﬁcung
wp. For #ludent ot changs, the Shafter cow is a sort of symbol of
our imes. She stood Quietty onGugh, thinking such gentle thoughts as
ows are likely to have. while huge lorces outside her ken bullt up all
uoundww-—wwmﬂaminm.-—e!‘mcharooditmuom'ma
grest movement that changed 'he configuration of the sarth, destroyed
8 city. and swaliowed Mer up. And thet's what we £ going to talk
about now. how, if we do not iearn L0 undefstand anc guide the great
forces of change at work on our world today, we may find curseives like
the Shafter cow. swallowed up by vast upheavals in our way of life —
Quite early sume morning’.
Quatity reacting teaching in our eclucationai institutions will not be
the anly factor in steering our natioms towards paths of survival, but
they are certainty oma of the essertal prerequisites.

Reading Education for Whom?

Any teacher who uses touks as aids to learning needs to be
educated in the ways of makivyy best use of these extensive and
usuwalily retable tesowrce matenals. Teachers at the pre-school.
P nary, secoridary and tertiary leveis of education all uss books.
Teachers at ail levels of education therefore shculd ba taught how to
make best use of them, as sources of information and even more
mportantly, as vehicles for developing thinking and feeiimg.

Too oftan in presenting proposals for improving resding teaching
and learning. sducators ignore one of the mMost “NPOrtamt medigms of
wnstruction. it s becoening incE2asngly obvious that perants play a
highly significant role in the rate of progress their children matro in
learning no fead. We must stop thinking of perents as builders of
bonny babies and) begin to think of them more importamtly as twiiders
of bonmy fraliaz. Teachers must asdume far grealer responsibility in
educating parents in ways of developing the Jse of books and
language for this purpase.

Comprehensive public. pre-service ad inservice reacing educa-
ton which witienstely load to the more effietiv. use being made of
books &8 means of lsarmiing and leisure. may = provide alt the
solutions for the improvement o4 Cur educaticnal practices bug they
wouid meis 8 highly significant CanLr ibution

The Pre-Schoo! Teacher

The erperienced taacher ef beginming readers krows that some
children come to schon! fulty deveioped in a readiress for reading
sm‘Mwwmmwmhnoﬂmnrmwy
and they soon become high progress Teeders. without 8 great deal! ef
effort on the part of the tepcher

o
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But the experienced teacher knows equally well that some children
come to school quite unprepared for learning to read and find the
task inordinately difficult and frustrating. Despite receiving & great
deai of attention from the eachei these children taks halting steps
n learning to read and soon Lecome clatiitiad as low progress
readers. a \abei frem which they seldom seera 10 escape. Except at the
extremes, intelligence does not seem to be an imp.rtant tactor. What
CauSHS wow Hiflarences? Whe is it that ome ciiild can come to ¢ choo!l
gt be . to functien imeme ‘ately and automatiesily in appropriate
ways whenever v i placsd w*h hooks, while arother child biegins
by displaying uncs. taity and Levi.'lerment when placed in the same
situation?

Building o¢ e v % Gone by Flunroe {1969), Clay (1970, 1972}
and Gooamanr (1970, 1872), Holuaway (1974) has been &ble to
identify thae charaltmristics o’ these potentially high progress readers,
throush the caretul observation of their reading snd fhanguage
behev.ours as pre-sc* ~ol chitdren. Right from the time the child
begwns tparn his age the seeu <! 3 's2t towards literacy’ I8
establishad. Holdaws s able 1o obser.e reading-like behaviours
appearing as early as ta yrars of age.

Trrough Lontun.ed obser Jation ke has bewn abtle to outline fo us
the important presc .ol learnings abeut reading which appsar to
make eainivg to read a highly successtul and renarding task right
from the beginning. Accorling to rioldway.

The child f7-m u book-otierted home has normally developed high
expectatians of grioi knoving that books pring him a special range of
Dieasures which & £an ohlam in na other waj. He has buil 2 set of
langusge mudelg ' the written distect and peactised thess madeis
scruss Nig et~ 'gue .0 the poat where they Fave hecome peart of hs
native lanquade | s is tamiliar ~4h wniten ymboils 8y s Meming quite
Sfererd frum mormal visus exi nence. end he has decome tascinated
ty them 10 the poil «here he haa tried to produce them hims ot i,
prmt-ike srihble. He has begu. W understand the o ple, €9° e
tons of Gweclonsity in print kndwing  for instance, gt BT 2y
unrtoids from ithe PRt fselt mov/ng 'Sy to bortom, toft o ris2i

‘e has learned o hsten fof, nisireasing penods of bite ', contirulus
language w*ach is interrelated 0 terms of piol. se. vence, of Sentrel
ideas He is abis %) attend o languege withowt refarence 10 the semsory
warld 2-ound him 3t the mement and recuond - the lamyi6Q7 n com-
plex wa,. Ly cr2ating sensary of emot.ona! images rowr, his past
e mrrence. This has cpensd & new Gimemaiom of fandasy 2nd imagine-
nan iz e experience alowt.g tim to create images wt.h appeay
mowhere in e sengy workd — zngels glarts and gerdlemen. He is
atim 10 escape from the comfiseg of hess and 10w Mo th- paat and the
tuture.
¢ Tuch @ chid i wll set up Yor reading — he s resdy to GO, ‘M-
newsy, 1374

174

167



O

ERIC

Aruitoxt provided by Eic:

The role of th= paremt and pre-schogl tsacher then is Clear. Not
only do they |\ave to become even more aware of the critically impor-
tant role they have to play in developing euch child’'s "sst towards
literacy’, but they fwave to be traimed to identity deficiencies in the
develocment, 11 maynosii) of the child's literacy needs must
becorie as importari. 38 being alert tz his physical needs. Aithough |
would not advocair. a prescription-and-pill-typs approach to plug-
ging the Qaps. parents and other nre-school teschers have to mak:n
Gonscicus and constructive efforts to ensure that the five and six year
old child's ‘reacing behaviour system is finely tuned’, that he has
developed the necessary range of book and language concepts, &i.-
tudes and skitls. Where gaps have apprared these have been closed by
¢wecific expeiwncas. Through constant and varled interaction with
books and languisga at bume. at the play centre, and in the kinmder-
garten, the chil, ~ni+ s the learning to read situation at schoul ready
a.d able to o

Primary Teachens

It is now accepted in _ur primary ool'ages a. 1@ast that specific
cowrses in reading edwcation should De wovided for all students.
These Courses range in lecture conta.t how s from thirty to apptixi-
mately seventy o) ck hcws, wit sume collietes providing additional
sourses for suing saudem - it must be pownted cut however that
corses »f v bstance in reading at our prinery teacherl colisges
are on'y a recent inncyalion. Unt:l 'ne inrodurtion ol the three year
gre-setvice veacher education course In the mid 1960's. #fmost all
pritmary tegciiers attamding New Zealand rsacners cotieges would have
undzitaken Coutses in reading of NO a0re than eight to ten clock
hours. Many of thase courses were dire:ted at the teaching of reading
at the infant (% and 6 yedr old) stzge,

M: 1y teathers. who attemded our cofteges tiw'e> - course of
study Wwas extended to three years cannot remesmbes studying the
maching of reading w' ile at teachers collegs. Many of these ‘eachers
hawa never ettended An inservice or refiresher coucye i the teaching of
resding. Sume huvo Aludie ot what § call sublic relations’ wiservice
coursen. All 100 Vieguetly Dowever there coursen have an sdverye
catther than 3 benmefzial e¥ect on the readinm teaching practices of
tho.e who attend. They leave the couris inspired to chenge thelr
methods of teaching. to try cwt new idees but becaiids of the brevity
of the course emd their ack of n.deptth undwerstanding of the field.
their innovations f2il, sometimes this faiivie resufts in disillusionment
and 2 resobve (0 avold tryirg arything new aain,

It would be interestirg alsn 1o discover Fow many primary teachers

LY
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have actually studmd an duthuritative textbook on reading. How many
primary teacisrs could actuall; describe the reading process with a
defimition hat  goes beyond simple word perception and
comprehszrision?

In 1972, the New Zeland Department oi Education published amd
issued to every classroom in the country @ 248 page book emrtitheq
‘Reading: Suggestions for Teaching Reading in  Primary and
Secondary’. Despite the fact that it took approximately ten years to
finish, the beok 1s a useful, recipe type, readable text written at about
a 14 year old readability level. Apart from another handbook of
suggestions for teaching reading in the junior school, the 1972
book is the only une on reading avadable universally in our schools.
But what are the Departmental officers hrding? That teachers are not
reac:-rg 11 The Department has hetd an inservice course recently for
reading adv.sers for them to devise ways of having the teacheis coen
their bouk and begin to read. What is the e*fect on reading teaching
N vur schouls when we have ‘eachers who have never studied
read -ng. wha are working too often ftom a basis of intuiticn, on
incirdenzal tearn ny end on how they think they were taught’™ to re>~?
The ouliumes of these IMportant guestions reguire objective answo's.
bocatnnut provide these tut | can make briet comment based on my
tgcrihg experience o the field of read:ng

Qver the past decarte | have examinid in excess of three thousarnsd
ceports trom student teachers ot diagnastic reading conierences they
have conducted with andividual chilcren at vasious levels of our
primary schucts The resu't of a carefuw’ examination of theie reports is
the reassation that far too manry of these chirldren coulifl he classified
as retarded or serious!y retarded in read.ng They are usutnlly hesitant,
furmbhting ward by word readers. who are heavily dependstii ¥n @ few
contusing phanic skills to wniock unknown words If the beginning
wound and ‘@ guess at the vest’ does net give 1t to them, thea they
take wir atterpt no furthnr Perhaps even more importantly they do
net seem iy want . The ahy 1y to demaed and obtain meaning from
the pr.rted page at amything zhuse a superficial, iiteral level, sppears
.o oiten %o be sernwusly  wiheng  and toey do mat emgage in self-
st Tl Processes  Agd T they gphoear neither L osee the need to
irrer 30t e th T asthor 5deas. Nnr to have the des re to do se. They
are webide to us2 therr knowledge of language from the syntactical
arnd semantis 2. nt of view, 1 process the print before their eyes

L yen moare senopsiy. when reports are examined of ‘en. eleven
and toweve year ¢ud choddren wha are fahieg in reading. @ number ot
1ongs pecome apperert NMany of these chillren are all too freguently
sah od reacters froom ahatl appears to be the same casusl factors that

‘
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schedule. The seH-fulﬁHing prophecy has entered the figld of reading.
I would Surmise that the majority of our Primary schoo| teachers
could easily Point out 10 s their retarded readers who were acmleving

Too Many of the Causal faciors jn reading disability have an instruc.-
tional base which s frequenuy the Suttome of 6nadequate teacher
education in the field of re; 'ng. Many of our teachers do wonderfud
b of teaching ang stimulating oue chitdren to read, but toq many of
them. actually promote failure rather than prevent it by syme of their
classroom Practices involwing reading. ‘At the base of every failure
there is the Contributing factor of the ieacher's c‘nabil.-’ty to recognise
the pupi:s P=culiar needs and handicaps, to  adapt Procedyires
accordingly . (Epache, 1969, p. vi.)

Inseryice and refresher Courses, reading advisorsg and dipiomg in
teachiag Courses, handboaks of sSuggestions and Comprehensive
syllabuses qf imstructien. can help to owercome in pg, - this serious
43 in the background of too many of gy teachers, byt unfortunately
the mesh of the net is fgr too large ang the met itself not sufficiently
wide. There are still ton many of oyr teachars ‘whe have only & super-
Bcizl basn from which 1o begin to teach their mupils 1o read.

Even with the devalopmens of the three Y8ar courses in our
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teachers colleges, too trequently reading is seen as 3 relatively minor
course, when compared with other subject areas. The study of reading,
despite its extensive scope. is stili not recognized as 3 subject
discipline in its own right. The colleges are required to provide
courses in the eight traditional subject finlds, so that a percentage of
their students each year hopefully can go out into schools with an “'in-
depth’’ kmow'edge in at teast one of these fields as a result of three
years of study in their 'galected’’ subject. But not so in reading. Sub-
stantial courses for the pre-service training for even a percentage of
our teachers in one of the rnost important facilitating skill and process
areas of the curricuylom are still not a reality in our teachers colleges.
Reading is probably te only subject taken at our teachers colleges
w! re itis not congiCETG wasuntial for the teaching staft to have any
pa icudar qualification of expertise in their subject field. As long as
- .1 are a reasonabiy successful primary teacher, you can not only
teach others to read but you can teach teachers how to teach reading.
The idea that "'if you can read ycu can teach others to read’’ takes on
this even more alarming dimensionl

Against this background of reading still rot being recognized as a
subject discipline in ouf teachers colleges, against the background of
past two-year teacher education programmes in reading being only
minimal in time allocation, what should be the content of pre-service
programmes in reading for potential primary teachers?

it is not difficult to find agreement among suthotrities as to what
the scope of these programmes should be. Such essential topics as
the following are almost invariably included in any recommended
prescription: the nature of the reading process, readiness in reading
(the assessment and promotion aspects at all levels), the skills of
reading {vocabulary. word recognition. comprehension. content read-
ing skills, oral reading). messurement, evaluation and diagnosis, the
causes of reading faiture, organizing and teaching reading at the
different levels of the school. instructional reading materials, the
broad field of children's literature. using the media for reading
teaching. and parents and learning to read. All these topics need to be
tudied in depth.

it iz also now generally accepted that gtudent teachers should
have extensive. concurrent, supervised practice in diagnostic testing
and teaching procedures. Initially, this should Le with individuals.
then moved through to sma'l and then targe groups of children. Some
of this teaching should be of the micro-teaching kind. \it is &ie2 ssually
recomrnended that part of this controlked teaching X)) e w id
te with children at both ends of the reading achieveme W CrAtIAUUM,
as well as those who are making normal progress.
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How much time then would be needed for a programme of this
rature to be implemented? My experience based on ten years of
taking courses involving this kind of content and methodology for
sixty lecture contact hours (approximately five semester hours) [s,
thai this period of time is the absolute minimum in which to provide
student ‘eachers with merely a basis from which to begin to learn the
complex task of teaching children to read effectively.

It is of particular interest to note that the Bullock Report recom-
mends a basic course of i50 hours in reading and language for
primary teachers. Flight (1974), in a recent review of Sartain and
Stanton’s (1974) book Modular Prepacation for Teaching Reading: &
Professional Program for Pre-service and Continuing Education, is of
the opinion ‘that to do any kind of justice to the model programme
{recommended), an undergraduate elementary major should devote
the equivalent of some ‘en semester hours or so to knowledge and
gkill acquisition in readirg areas’.

Secondary Teachers

if the following questions were asked of subject teachers in our
secondary schools. each Guestion would almost certainly be answered
in the affirmative: is learning to read a continuous procass? For
students to study effectively in your area it is necessary for them to be
able to read? Are there specific reading/study skills applicable to your
parnticular subject area? Do you have 8 wide range of reading abi:ity
present in your classes? No matter what the ability level of your
students, do you think that they may meet with some difficulty in
duing their required reading? Do you know of many students whose
education progress is being hindered by their inability to read
affectively?

if these subject teachers were then asked what action they were
teking to teach their students to read more effectively in their subject
areas. they would aimost certainly answer in plaintive voice that they
do not have time to "teach everything’ and that it is not their joh to
teach their students 10 read. In all probability, they would be unaware
that a dichotomy should exist between content and process. They
would be unaware of the principle that the teaching of a particular
subject involves the teaching of the study of that subject. Regardiess
of what level of education we look at. the teacher is the persom
responsible for guiding his students’ development in the full range of
reading skills relevant to the kinds of reading tasks they have to carry
out.

Altthiough the climave for accepting this important responsibility is
changing in our secondary schoois, lip service is unfortunately stil!
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Lieing given to reading instruction, in a8 developmental sense, in these
institutions. All too frequently students are sskad to read uninteresting
and difficult material in an “‘obediently purposeless’’ manner. The lack
of assistance given and the difficulties encountered have the unfor-
tunate effect of reinforcing further negative attitudes in students who
are too often. already sadly disillusioned by problems of learning
through reading.

in 1948, the Committee un Readirg for the Mational Soclety for
the Study of Education stated. with reference to the reading required
of secondary school and college studetits, that ‘“The need is urgent on
the part of many students for guidance which will aid them in
acquiring greater competence in reading, in adjusting tg¢ the varied
reading demands made upon them, and in securing certain types of
understanding and interpretation’ (1958, p. 2). This kind of statement
has been made consistently since that time. Research has been con-
ducted  "ch demonstrates the values of guiding the reading develop-
ment o students. Books have been published to give secondary
teachers the necessary theoretical background and practical example
from which to teach reading in their subject areas and from a develop-
mental base. Yet a survey of high school English teachers conducted
by McGuire {1969) in the United States showed that when the number
of years of teachiing experience was cross-tabulated with preparation
for teaching, no improvement had taken place in the preparation of
newer English teachers tor reading instruction over the past decade.
The only reason t can determine for this amazing state of non-
development must lie im the obsession secondary teachers have with a
subject centred, teacher controlled, examinasion dominated curriculum
coupled with a fervent hope and sometimes surreptitinus encourage-
ment. that their reading failures will leave school as scon as possible.
It one of the aims of secondary school education is to develop
students as independent Jeaners. then teachers have an ingscapabie
responsibility to guide and develop the reading abilitles of their
students continuously and in all subject areas.

It would appear 'ogical to assume that the time to start teaching
students how to read effectively in the subject fields, is when they
begin to study in these areas. It is not enough %o be efficient in literary
reading and general reading skills common to all reading activities.
Ever if the situation was perfect in our primary schools. and pupils
progressed through to the secondary schools without suffering from
any disability in the field of reading. the need for secondary teachers
to guide the further development of their student’s skills must always
be present. Unfortunately. however, 'too often teachers assume that
students already possess what they have ¢ome to receive: skills and
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ideas related to a given body of knowledge. One must not assume
students’ competence; one must assure it. And the assurance comes
when students are guided by teachers’ {Herber, 1965. p. 9).

if there is an urgent need then stili further to upgrade the courses
in the study of reading at our primary teachers colleges. there is an
even more urgent need to develop and implement courses in this field
for all potential secondary school teachers.

That we have reached the year 1975 without basic courses in the
study of reading being an essential part of a secondary teacher’s
education is a further indication that despite the impetus provided for
change by the publication of books such as "Education in Change’, the
emphasis in too many of secondary schools continues to be placed on
the product of education rather than the process. And as Anderson
suygests, all too frequently the teacher has been the producer of the
information and the information processor rather than the student.
The student’s task has been that of listening to the teacher and copy-
ing his summaries, and one of the unfortunate outcomes of this kind of
‘teaching’ is that if *. . . @ pupil is taught rather than encouraged to
learn. then the reading skills he requires are minimal and not much
veyond word recognition’ (Anderson, 1970, p. 10).

If a basic course in reading were studied by our pruspective
teachers fer our secondary schaols, what might be some of the
possible effects of the knowledge and understanding that should
develop from this study? How for example would the full under-
standing and acceptance of the -oncepts of readability and indepen-
dent and instructional levels in reading alter the use made nd the
selection of the texi-books for study in the secondary school? What
is the ultimate effec! of having pupils constandy read at their
frustration leve!?

1§ our secondary teachers learned and applied the principles of
the directed silent reading type lesson to any reading they required
their students to do. how would this atfect current classraom practice?
If. for example. they developed their students’ readiness for their
required reading, by ensuring that they each possessed an adequate
background of knowledge and experience to deal with any new con-
cepts met during their reading: that their interest in the subject matter
to be remd had been stimulated to such a stage that they actually
wanted o read the material; that relevant and realistic purposes had
Lwen esitablished so that each student understood clearly why he was
reading the material and what he was expected to find out from his
reading and retain. How would the application of these simple but
basic principles of directing reading change current practice as to
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the use made of books in our secondary schools? Perhaps an
important outcome from these practices would be an increasing
awareness on the part of the teachers of how difficult, uninteresting
and badly written some of their textbooks are and they would begin
to select them more carefully.

The need is urgent then for secondary teachers to know and apply
the basic principles of reading teaching during their day to day
teaching and assignment setting with students who are not experienc-
ing any serious difficulties with reading. The need is probably even
more urgent for teachers to learn ways of assisting those people who
cannot read the usual material for study purposes. Although the
figures vary from school to school it would appear that at least twenty
per cent of students in secondary schools suffer frem reading
problems considered to be sufficiently serio  as to warrant special
attention. In this review of the surveys conducted recently in the
United States. Corder {1970) reports that between fifty and sixty per
cent of these students were not receiving this necessary attention.
These surveys also reported that teachers feit inadequately equipped
to dea! with reading difficulties.

Although there are no reports of surveys of this type conducted In
New Zealand schools, on the basis of my experience | would estimate
that similar figures would be obtained if they were.

Despite the fact that the continued development of reading as a
too! for academic success is crucial to secondary schoo! students.
despite the fact that reading at each class level may range from eight
to at least thirteen years. and despite the serious incidence of pupils
vwith reading difficulties in these schools, pre-service and inservice
reading education courses for New Zealand secondary teachers are
virtually non-existent. Whether reading is taught as a subject or as an
integral part of the subject areas of the curriculum, substantial pre-
service and inservice reacing education courses should be taken by alt
potential and practising secondary schoo! teachers. The duration of
these courses would be sin.iiar to that already outlined for the primary
teacher. The content would need to inciude however. a greater
emphasis on general and specific reading-study skills. the principles
involved in the preparation ¢! study guides. the examination and
application of book selection criteria, and methods of assisting those
readers who are experiencing specific difficuity. That the cavelopment
of such courses and the taking of the few that arc avaitable is left
a'most entirely to chance is an indictment of those responsible for

nning secondary teacher education provisions at the pre-and in-

g levels. -
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Tertlary Level

All tertiary teachers
There are two major problems related to reading education at the
tertiary leval. Both continue to remain virtually unacknowledged in

It is not difficult to find studies which have been conducted in the
United States which demorstrate that a high correlation exists
between reading ability and scholastic success at the tertizry level.
One of the few réported studies in New Zealand in this area. however,
was made by Small at the University of Canterbury. He was able to
report ‘it can be clearly seen that, in respect of the reading skill
measured in this test, the completely successiul students were ag a
8roup. markedly superfor to failing <tudants | - The disparity in
feading ability betwean the successful and unsuccessful students is
quite apparent’ {Small, 1366, PP. 16-18). In a more recent study
designed to examine the predictive quality of the Florida Twelfth
Grade (Reading) Test in college achievement, Wilson & Eimbecker
(1974) were able to report a positive and significant correlation
between reading ability and &cademic performance of junior college
freshmen. Witty, in summiny up the results of research into the
importance of reading as an aid to learning in secondary schonls and
colleges was able to draw the conclusion that “Scholastic progress s
influenced dediniitely by the extent and nature of the reading compe-
tence of students” -Witty, 1948, p. 11}). Reading skill s an important
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component of most students’ successes at the tertiary level of
education.

What then are some of the findings of research directed at deter
mining the quality of these students’ reading abilities?

Unfortunately. despite the obvious importance of reading at the
tertiary level, an examination of the literature reporting studies in
reading conducted in New Zealand and Australia at this level of
education reveals a paucity of relevant investigations. It is therefore
necessary to refer almost exclusively to the overseas literature and
research findings in this particular field. Frequent discussions with
students concerning their reading abilities, individual remedial work
with students and from the results of reading achievers2nt testing
conducted over a period of eleven years involving the processing of
approximately 4.000 protocols, have led me to the conclusion that if
similar studies were conducted in New Zealand the results obtained
could well be comparable to those reported here.

There is no shortage of studies which show the seriousness of the
extent of college students’ reading and study deficiencies. Halfter &
Douglass (1958). after a careful eight year study concluded that two
thirds of their entering freshmen lasved reading skills required for
academic success. Hadley (1957}, in 3 similar, extensive study
astimated that 95 per cent of college entrants lack adequate skills
and a relatively small percentage have reading speeds and compre-
hension skills necessary for the preparation of their college
assignments.

More racently Gibson (1971) reported that the Nelson Denny
AReading Test Scores of a sample of 200 California community college
students indicated that 65 per cent had poor reading ability, 24 per
cent average, and 11 per cent superior. Informal reading inventory
test results indicated that over half of these students were reading at
their frustration level. McClellen (1971) compared the reading
achievements levels of junior coltege students in four social science
area classes and one English £lass with readability levels of twenty
selected texts. She found thwt fewer than 30 per cent of students
enrolled in the college would te able to read their texts. Of eight
texts found to have 3 readability level of 16+, three were selected for
use with students in remedial-type courses! .

In a paper presented at the 1968 conference of the Australia and
New Zealand Association for the Advancement of Scicnce, Anderson
reported from his experience with university and adu't reading
improvement Courses that most university students and adults
exhibited a number of unsatistactory reading characteristics. He
found. for example, that they were word-by-word readers who
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a result of this their reading was characterized by a lack of flexibility.
‘The pattern used was the of a slow, intensive reading, with an
effort, usually unsuccessful, to read for long term recal| of a|) informa-

tion, irrespective of its possible usefulness ., . ., (and that) . . . in the
main, readers were unaware of thejr inefficiency’ (Anderson, 1968,
p. 12},

Most of us have attended a tertiary educational institution at some
time where we would have been required to read textbooks or parts
of textbooks, How many of us can remember being given guidance

should be noted. :
-Over two decades ago Burton wag strongly critical of the pre-
vailing practices in secondary schools in the United States with

T2gard to the manner in which students were directed to their required

e

reading. His rather bungent remarks could well be directed at many
of our tertiary fevel institutions today. He observed: )

The meager, vague, unanalysed, wholly inadequate type of assign-
ment predominateg in the secondary schoof practically to the exclusion
of all other forms . . . Despite fifty years of attack by Competent criticg
armed with unlimited valig evidence there persists the wholly un-
explained assignment aimed at “‘covering the text + - . It would be
ditficult to devise an educalicnal practice so grossly Ineffective, so
Certainly calculaled to interfere with learning, as a Page assignment to
a single text foliowed by a formal verbal quiz. Yet this is the practice
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used by the great majanity of secondard cchool teachers. (Burton, 1950,

o 277} .

Over {orty years ago VW/ashburne {1523} esteolisned that guestion
guided reading was superior 10 generalized page assignment. The
res='vs of the majority of the recent studies concerned with the
craracteniulics cf questions that influence iearnirsg from textural
materials inave been summarized¢ in revien's mublished by Pyper
{1968). Wwintraub 1963), Frase {19€2a. 1970). and Rothkopf
{1970C). The sesults of my own unoublished research and the conclu-
sions reached by other researchers in this area suppert Washburne’'s
generz! finding s 10 fne superiority of gquestion guided reading in
faciiitating learning ard retention from 1extural materials. In m7f
study. stucents who ware asked 10 read an extansive Chapter (7.709
acrds) of a coslede rextbock and use interspersed, reasoning-type
(“ahy ) GuEstons in pre-fc 1503 nesitions achieved significantiy {.01)
petter scoras Wan she ‘read carefully’ group oft an unwamed essay-
type test held 2 week after the reacing ang on 3 26-item, objective-
type test. conducted ten weeks later. if guestions are going to be
given 1o such facteic @s guestion type. placement, frequency, and the
contiguity ot ahe GLostions and the rolated content. These factors
rmust be conside-ec in e preparation of any teading guices involving
the use of guestions of directions for required reading.

W our tertiary level 1eachers are 10 contim.;e in their vitally
important role of educating our Tuture teachers. they rdve an inescap-
able respeasibility 12 prov:de sound models ot excellent teaching
practices themsetves. It is my belef that too many teachers at thi=
te..al fail ir this importznt responsibility. And the moest visible area
of tneir faiture is in the feld of reacdiing teaching. Herber forcibly
rem;nds us of out responsibiliites here when he points out that

|t w2 AcCest the thesis that .he essence of good teaching is ShOWing
ciudents how 1o €2 wnat they ae requered W do then . . . students must

p2 gces as 2y read . . . The crucial tactsr is how one guides s

tucents it tne use ot matanals requ-resd in MNe saurse. (Herber, 1979,

op. 24-3)

Tertiary reading teachers

As with most yrgently required, imaortznt and radical charies i
any fie'd the major proulem™ cf institutung @ change in teaches atuia-
tion in 1eading LLes in the first instante with the number of peopleé
availabie with sutficient expertiss 10 institute (he desired and reguired
change

Anpough the pross-ons fmr e studs of reading and {ET the pre-
seryicn eduration of teachers ir feaw » gatand are g2l tocked upoti by
some. a5 beinad catered for aceq.stely B the exsting situation, the
fact 15 that there s no way in thes country of anycre acsancing li's
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knowludge. undersianding and expertise in reading beyond thy imtro-
ducstory level, Gther than wy pursuing a course of independen: stucy.
research and pracitice. Austin lists in the book The Tosch Lighters the
views of coliege iinstructors as 1o the barriers which they believed
were blocking the accompiistunents of their course cbiectives. These
are: the lack of time. the burying cf tne reading course in a language
arts and other subject matter areas, inadequate observational fzcilities.
the placement of the reading methcds course too early in the pre-
service traiming peric<:, and @ total educational environment in sems
associate schools which was mot conducive to effective teacher
preparation. Significantly Austin observes . . . that not one faculty
member admatted defici. 1cies in his own professional competence

© {Austin. 1968, p. 284). Comment has already been made on
Austin’s findimg that the gualifications of those respansible for reading
education courses for teachers werz in education generally and not
readimg. Maybe not knowing what you do not kncw is 3 seit protecti.n
measure?

Not only ther, do we thave a major problem in the lack of qualified
and experienced personne! with the knowledge 1o instiiute the reeced
change, but we are probably facec with the even grzater problem of
convincing those wno are invoived in provicding for the professional
educatiom of teachers that the change is needed. Changs means more
wiprk, change means more money, change maane uncertamty. Unfor-
tunately change also means that what you perminted tc happen pre-
viously Tay be open to cerious criticism.

Despite these problems of personne! and ciimate. professional
educational acministrators cannot surely 53 an ignoring reports and
papers such .s Austin's The Torch Lighters, ber scholarly und com-
prehensive chapter enl..ad “‘Professionil Training of ' «.:ting Peor-
sonnel” in re Sixty-Seventh Yearbook of the Natiznul ociety of
Education., Iraovation and Change in Reading instructicn, and Marion
Jenkinscn’s ~New Develsprnents in Reading: implicaticns for Taacher
Education’’ reccrder in the proceedings cf the Second Invitational
Conference on Elementary i<.zation in Cavada (1567). There is a
great chasm betwesn thwe 12-ommendations of bese two leaders in
the ficld of education in reading and what is grovided in Mew Zealand
today.

From bath @ pru-service and an inservics point of view, it is most
Important that thous who apply 4or positivins at this level, have had
opoortunity not onty to engage successfully ‘n teaching but equally
Importantly, that they hav3 had opportunily to €njage in various
courses of study and research at an mijvanced level in reading. Then
tr.ose in “high places” in cur EuJcation Departments have not seen fit
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to encourage and facilitaia the development of such courses demon-
strates a serisus lack of awareness of the essential needs of one of
the most impertant =-eas ¢of the curriculum.

The Immediate Needs: Pre-Service Reading Education

The recommendations and outlines listed here sheuld not be seen
as being definitive. A comprehensive treatment of the needs in ths
reading education of teachers is to be found in the Sartain and
Stanton bock. AModular Preparation for Teaching Reading {1974). The
international Reading Association’s {1968) Roles. Responsibilities
and Qualifications for Reading Specialists in another useful outline of
the nee:ds of those who are to speciauize in reading.

Five. main aspects of the needs in reading education will be
referreq to in this section: the preparation necessary for those involved
direcily in teacher eclucation in reading, the prerequisites for student
seaciiers taking a basic course in reading. the content of a basic
wourse i ' reading, the presentation of a basic course in reading. and
the conusnt of a series of in-depth courses in reading.

A. The preparation of teachers responsible for courses in reading
education: some necessary prerequisitzs

Previous teaching experience

1. To ensure that those responsibie for thesa2 courses can
communicate with students and the teachers in schools, It
is essential that the college teacher has as wide a back-
ground of successful teaching as possible.

2. 1t would be preferable for the college reading 2eacher to
have had some specialist responsibilities i~ read’ng, before
accepting a posivion in readinig education.

Profes.. unal gqualificatisy:.i jn reading

1. “ollege readimg =duwcation teachers should have taken in-
@es:h coarses iy readirg. These courses should have
enahbled a stucy to be made =i reading teaching at all
teveis of education.

2. Specific study shouid hav: Swun mace of such topics 2s:
the processes and skills invoived in reading; c3ading
retarcation involving diagnosis of difficulty and corrective
teaching, integrating reading with other areas of the
cu-rizulum. books suitable for different stages of develop-
ment, and Jhe use «f the various acgio visi:al aids o use
in both cnurse przsentation Znd reading teacring.

3. College reading teachers should have deucirzed a
thorough understandirg of bow language worl . »a how
it is used in communicating, thinking and learmny, through
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4.

stuc¢ics made in the fields of iinguistics and psycho-
Ling_istics.

College reacing teachers should have demonstraizd their
ability to conduct research in their chosen field of <= dy.

B. The preparation of student teachers taking the basic courssg in
reading.

3.

13

4.

5.

Studemts should be serbally fiuent., sufficiently flexidle so
mat thzy are open =0 behaviour change, and be capable,
interested readers.

Students shouic pe able to demcmstrate a knowledge cof
Jne structure of ianguage and how it works.

Provision should be built in to teacher education courses
for those students sufiering from reading and other langu-
age disabi.ities to receive corrective treatment. Students
who <o not respond to corrective teaching should be
excluded from the institution with provision made for their
return in the future if adequate improvement is demon-
slrated.

Reading courses for student teachers should always be
good moc.-ls of sound reading praclice.

Courses for student nsachers in other subject areas should
be good mudels of 1zading teaching in each subject field.

C. The content of a basic course in 7eading.
Tontent shoulld be of sufficient diepth and breacdth to allow students

to develop:

1. A tharough understanding of the nature of the reading
prncess, 17 psychological base and development

2. An :<eguate mastery over the skills of reading.

3. The s«ills and abilities necessary to implement a
diagnostic approach to the “=aching of reading.

4. A comprehensive uncerstanding of the interrelationship
of the language aris ard a knowledgd of the structure of
ianguage and its development in order that they may use
€sery available opportunity to integrate their reading
instruction ir: their future classrooms.

5 A sufficiertly flexible aproach to teaching reading in order
that they can implement a variety c¥ approaches whe
necessary.

€. A detailee knowledgz of and a feelimg for the field of
literature, instructic'.a! reading materials, and cuitable
content materiais.

7. An understanding of how the iedia and parents can help

in reading learning and teach.ing.
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D. The presentaucn of a 0asic course in reacing.

1.

A course of study in the field of reading shauld involvia the

student in both theory z~d practice, with 2 munimwum

{ecture hour commitment of 80 hours. The initial stages of

the cousse should involve the student in gaining mastery

ove- the content of reading anc in studying metheds cf
skiil teaching.

Duagnostic teaching experience should be cbhtained through

a sequence of experiences arranged in ¢-; secutively more

comolex situations:

i. .experienc@ gained in teaching reading with one child.

ii. experience gained in teaching reading with a small (2
to 3 children) relatively home - neous group involving
minima! individualisation.

iii. experience gained in teaching reading with a small (3
pupils of same age) het=rogeneous group. invotving
maximum indivicdualisation.

iv. experience gained in teaching reacing with a larger {6
to 7 pupils) group at the same instructional leve! but
with varying skill needs.

v. experience gained in teaching reading with a whole
class over a continuious period cf time.

Concurrently witt. these teaching experiences students

should be:

i. repcrting. explaining and justifying theis teaching
experiences to other siudents and to the teacher.

i involved in rmicro-teaching occasionally for the pur-
ncse of:
® developing an awareness of the effecti\eness of

the:- teaching activity.
® ging initiated into the art of self-criticism.

i, view video-tapes of actual teaching situations for the
purprse ot:
® ;earring w counduct diagnostic testing sessions.
® learning teaching technigues.
® the analysis of lesson plans, anc
® snalyzing classroom rganisation.

iy. consinuing the: study of the theory and content of
ceading.

v. invelved n tae wvoncus-ent study of the other language
arts: ha'r n~ speak.ng and writing.

vi. irvolved it o noccurtrent study of children’s litera-
tuce. ipoiwgo  racied inswruciional reading materials.
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E. The Content of selectaed Sludy i, feating of two and/o; three
Years’ duration.
The naeq is urger, - d at least some studenss out into
scho:. | with an “in T Dackground in the Study of read-
ing. The foHowing lis 2pics is not g be taken a5 definjtive:
1. The reading ,-g¢q
The nature °f . P deve!opment and reading at various
Sages of gro- .
3. Measuremeny, €valuation ang diagnosig including reading
test construction of various kinds,
4. The ccntent of reading. The learning processes invoived
in skjlt development.
5. Reading f,‘isabilizy. A study of the whole field leading to an

€xperience.
6. The whole fig1g of reading Materialg including book
3eiection,
7. Research jn reading. The Conducting of researcherg
individua”y and collectively in selected areas. Lea.rning
the relevans research techriques.

teachiars hag received no traic.: 5 jn determ{ning reading retardation
and had had ng formai Course work in the diagngs. g and treatment of
reading dizabilities. Austin Comments: ‘Clearly 5 dilermma exists:
many teacherg are fuily aware of their inadequacies as they try to
dis(: irge the responsibiiities which schogls impase on them. py¢ they

disabled ‘eacders | - (1968, p. 364),

Fris ditlemma already faces New Zealand teachers. T, whom ca;
they regort thejr inadequacies in the diagnosis and correctign of
reading diffizulties? It is charac!eristic cf our teachers tq admi? thej,
insdequacies 1., departmenta) inspectorg 80 that they can receive
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help? Can two or three reading advisors for each £ducation Board
district meet these needs?

1. Inservice p.rog.'ammes should not be limited to @ {evi teachers.
There is 27 urgent need for an extensive re-education pro-
gramme that eventually reaches all teachers- The programme
should be re-cycled every five years.

2. Inservice pxogrammes should become more of 2 co-operative
venture petween university. teachers college. gducation
Department and teachers. Reading AQViSOrs should be pased
in teachers colleges. poth primary and secondary- Reading
teaching swaff in colleges should be increased 10 administer
ana teach in regular inservice programmes.

3. The conient of inservice programmes should always be geared
to the specific needs of the teachers and th® children they
teacn.

4. Auxo-’mstrucirona\ inservice courses ©of e 1type being
developed in Auckland at present (Early Reading inservice
Course) have to be made available on @ widespread basis.

The Needs of the Futuré

1 Prciessional courses for pasic and advanced study in reading
should be ex-ended 10 atlow tor continuous study feading 10
advanced degrees in reading. Reading should becom? a
~selected snudy’” in eyl teachers colleges. along with other
subject disciplines.

2. feading clinics as joint university and teachers college ven-
rares shou'd b@ estab\ished on campuses for three major
purposes:

i. to provia® corrective work with students.

i, 12 provide opponun‘rty for clinical experience for those
irmsolved i0 the tenching of reading CouTSes-

jii. to provide npportuM™’ tor clinical experienceé for those
involved ¥ gruten .Jing.

Ex;er‘r.—nema; ::-t\'_.:amm,.c: g~orid continueé 10 be encouraged

leading 1€ ppnuiial ¥ Lavauor i the teachirg of reading

and deve’ B T LHR of investigation and research in our

(73]

schnels.
4. ln‘.mmation re..e 8l resour.’s ne2td 10 be deve\oped in the
Leid of reading-
a. :’;,monun'uy shoula be provided for tha :elease of teaching
A av the yvarious levels of education ® carry out in-deptt
rasasrch 10 the field oi r-ading. The examplu of the benefit
derives fr--m exten.sive studies of this kind are 10 be see
cleafly in she outcomes of the work of Dr. Marie Clay i
Auck\and.
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5. QOpportunity should be provided for those involved in the pre-
service education of teachers to observe their students teach-
ing in the field of reading in their own classrooms. through
some form of intern programme.

Conclusion

Throughout this paper, emphasis has bzen placed on the need for
effective reading teaching to be a natural and integral part of any
programme where printed materials are used for any purpose. In order
that this teaching iz not based solely on intuitive grounds. subs., Atial
reading education crurses must e made available to teachers at all
levels of educaiion during their . re-service and inservice courses of
study. To continue to accept that only prospective primary school
teachers need study reading as a prerequisite for teaching ignores the
fzct that learning to read is 4 !ife'ong process. To continue to accept
thar prospective teachers can gain mastery over the demanding task
of teaching reading during a few short pre-service courses. ignoras the
complexity of their role in this critically important area of the curricu-
lum. The reading teaching competency of all teachers must be
examined so that improvements can be made on a systematic basis.
To do otherwise will only add to the growing publiz feeling that
teachers should be held accountit.ie for their failures and as well as
their successes.
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THE READING PROBLEM: A CHALLENGE 18
TO TEACHER EDUCATION

Glenda Williams

I» her Kent study Morris (1966) repc-ted that 45 per cent of
childr=n in their first year in the Junior schoo! (i.e. 8 year olds) had
not mastered the mechanics of reading.

A high school student referred to me for help with reading had a
prim.ary schoo! reading record of ‘average to above’.

Perry {1872) commented on “‘the obedient purposelessness’’ of
the reading ot his under-graduate students at Harvard. He suggested
that what the students lacked was not the mechanical skills but flexi-
bility and purpose in the use of them.

When told that a students ‘can’t read’, one might welil ask "
persan making ti:z referral what he means. In fact statements such &
those quoted raise the question, “What is Reading?”’.

What is Reading?

The following deﬁnifions are quoted in the Bullock Report (1975).

1. One can read in so far as he can respond to the language signals
represented by graphic shapes as fully as he has learned to respond
to the same language signals of his code represented by patterns of
auditory shapes. (Fries)

2. The purpose of reading is the reconstruction of meaning. Meaning
is not in print, but it is meanirsig that the author begins with when he
writes. Somehow the reader strives to reconstruct this meaning as
he reads. (Goodman)

3. A good reader understands not only the meaning of a passage, but
its related meaning as well, which includes all the reader knows
that enriches or illumines the literal meaning. Such knowledge may
have been acquired through direct experience, through wide reading
or through listening to othars. (Gray)

How one defines reading has obvious implicatiuns for how one
teaches and assesses it. The statement by Fries is reflected in his
materials for teaching reading which focus of the reader’s ability to
respond to spelling patterns and to re-code these into the scund
patterns of his language. While this skill may be accorded a place in
the primary stage of learning to read, it has limitations. Goodman’s
emphasis is on meaning. It is possible to give sound to the graphic
signals and for that sound to convey no meaning. Think of reading a
legal document. Gray goes a step further. His definition implies that
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the reader interacts with the author’s meaning or ideas, evaluating
what he reads. It implies the cevelopment of a full range of reading
skills refevant to various purposes for reading.

in these three definitions, the concept of developmental reading
szeras to unfoid. The need for this approach to the teaching of ieading
to be recognized and adopted is referred to by many writers in the
field.

The definition in practice has large™» been the first one which is
related to the mechanics of reading. T2 ve:i:ing of these mechanics
is generally relegated to the province of the infart school where the
teaching of reading ends, the assumption oeing that children will
develop the higher order comprehension and task-specific reading
skills incidentally.

Teacher Education

This attitude has also been reflected in teacher education courses.
The teaching of reading is generally part of the infant education
course. A few hours are allocated to it later in the language arts unit
of primary courses. Seldom do prosvective secondary school teachers
receive any education in the teaching of réading at all.

When one considers research findings that the teacher is a sighifk
cant variable in reading achievement, it behoves us ¢ exarni
critically the preparation of teachers. Improved pre- and iRaEsei e
education of teachers was called for at both the U.K.R.A. Naiim.
Conference and the World Congress of the LR.A. in 1974, &
cases have similarly been made by Latham (1968} and Deake (1%

The Australian Scene

A report on reading standards and needs in a sample o} Victorian
High Schools published in 1973, called for specific needs in trachsr
prepz-ation at the pre-service and inservice levels. The South Rus-
tralian report of Conference R98 (1974) made a simitar ~2. znpha-
sizing that the teaching of reading should be a compulsory nownponent
of pre-service education. In Queensland, Berkeley, repoiling to the
House of Representatives Select Committee (Feb. 1975), pointed to
the need for more specific instruction in the teaching of reading in
teacher education courses. These are but a few of the calls beirg
made on tertiary institutions to re-examine their courses.

An investigation of content of teacher education courses in Aus-
tralian Colleges of Education revealed that preparation for the teach-
ing of reading at the pre-service level is generally fragmented and
minimal. There werc few gratifying exceptions. Moves are afoot in
most Colleges to improve teacher preparation in this area.
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The Situation Elsewhere

Doake (1972) reported that in New Zealand it is now accepted
that at least 60 hours be devcted to the teaching of reading.

A recent survey in the United States of America indicated that
all pre-service elementary students receive substantial training in
reacging instruction, and most secondary teachers recejve some. In
fact many employing bodies will not register teachers who have not
completed a course in the teaching of reading.

The High School Scene

Changes in the education system during the past decade have
served to highlight learning problems —— communication problems in
the main — in High Schools. Poiicies such as automatic promotion
in the primary school, and the raising of the schoo! leaving age are
two such. Students who in the past founrd employment after primary
schooling now compulsorily enter high school.

During the past decade, teachers in High Schools have become
increasingly concerned about problems of discipline and under-
achievement. For some, the concern was so great that they were
motivated to act. As it was felt that a certain proportion of the
probiems may have been due to poor reading leve!s, investigations
were carried out in this zrea.

In New South Wales within school surveys at the Tamworth and
South Sydney Boys High Schools {1961; 1962) revealed similar
patterns, viz. that reading achievement of first-form students varied
from Grade 3 to Grade 8+ levels. As standardized tests were used, a
spread of ability would be expected. Nevertheless, those students at
the fower end of the scale wou!d surely experience difficulty reading
high school texts. A survey carried out at Liverpoo) Boys High (1973)
also revealed that many siudents were severely retarded in reading.

in Vicaoria, comtern of sta¥ a1 the Boronla tigh Schooi prompted
en area survey of twelve High Schools. Twenty-five per cent of
students were found to have reading age/chroneclogical-age discrepan-
cies of more than two years.

Results of surveys such as these., and concerr generaily, have
pointed to the need fcr specialist help in high schoals,

Kelvin Grove College of Advanced Educaticn Secondary
Resource Teachers Course

At the Kelvin Grove C.A.E. in Brishane, resource teachers {not to
be confused with audio-visual personnel) are prepared to work in a
helping role in high schools, providing assistance for students
experiencing 'earn'ng problems and focr their teachers.
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The course is offered to experienced high school teachers on an
end-on full-time/part-time basis. and leads to a Post Graduate
Diploma in Secondary Resource Teaching. Students are released by
State and private education authorities to undertake the initial
semester of study at the College. The remainder of the course is taken
externaliy on a part-time basis with students returning for vacation
schools.

The course structure includes the following subjects and hours.

each semester being sixteen weeks in duration.

Semester Subjects Hours/Semester
A 1. The Exceptional Adolescent 44
{full-time) 2. Diagnostic and Teaching
Strategies for Individualizing
instruction 124
3. Communication for Exceptional
Adolescents 96
4. interpersonal Relations and
Professional Communication 48
5. introduction to Research 8
Total 320
81 1 Contemporary lssues in
(part-time) Adolescent Education 64
2. Modern Developments in Special
Education 84
3. Current Issues in Resource
Teaching 32
Total 130 -
82 1. Emerging P;oblems in
{part-time) Communication 80
2. Research Techniques 80
Totat 160

To be effective. the resource teacher must be able to relate well
with teaching colleagues whose reactioms may range from bostile
rejection to submissive dependency, and must be able to communi-
cate convincingly with administrative staff on school policies affecting
students with special needs. as well as be sensitive to students’ needs.
Interpersonal Relations and Protessional Communication is considered
then to be a vital part of the course.
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A majnr component is the subject, Diagnostic and Teaching Strate-
gies for individualizing Instruction, which aims to develop many of
the core strategies and skills of the resource teacher role — observa-
tion and testing skills, and strategies to suit varying learning styles
and needs of students.

Communication for Exceptional Adolescents. concentrates on the
contributions of linguistics to understanding learning difficulties
experienced by students and highlights the communication protlems
peculiar to subject areas. The work of Barnes (1969) ai:d Britton
(1970) has created an awareness of classroom communication
problems. The subject. Exceptional Adolescents. is studied to provide
insights into the special educational needs of those adolescents.

Some Course Activities and Tasks

The importance of establishing good communication has been
stressed. At the commencement of the course, Principals and their
Deputies and Guidance Officers of selected practising schools are
invited to the College to an open discussion of the resource teacher
role witth Jecturers and students. Issues in need of clarification are
talked thirough. Interfacings are arranged with Guidance Officers. both
those in the field and those in training. and with teacher fibrarians
in training at the College. These interfacings take the form of informal
discussions and structured small group discussions.

Each student undertakes a readability study of a high school text
to develop an awareness of sentence complexity, and specialist
vocabularies and writing styles encountered in different subject areas.

The course practicum covers the following three areas. Lecturers
work closely with students during this learning experience.

An introductory study of the school. This considers factors such
as location and social environment, size and distribution of student
population. school organisation and facilities.

A class study. Students assess a selected class in terms of range
of abilities. range of achievements, social and work groups within the
class. response to specific subjects, need to modify subject curricula.
in conjunction with a subject teacher, the trainee resource teacher
designs alternative strategy which is implemented and evaluated.

An individual study. Students assess the strengths, weaknesses
and level of development of a pupil identified as having reading
problems. A remedial programme is then designed and implemented
with that pupil. In addition, the pupil’s function in various subject
areas is considered in relation to his/her reading problem and
suggestions drawn up to facilitate improved learning situations.
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The Role of tha Resource Teacher

The resource teacher is the member of a team, a facilitator. As
reported in the South Facific Journal of Teacher Education (O’Connur,
1975), tasks may include:

1. assisting in screening classes and diagnosing students’ learn-

ing strengths and weaknesses.

2. assisting in the development of programmes and materials
which will help teachers individualize instruction.

3. working with fellow teachers in various subjects to develop
relevant reading skills.

4. working closely with school librarians and audio-visual per-
sonnel in seeking avenues to facilitate learning by me~ns other
than difficuit textbooks.

5. withdrawing some students with ‘hard-core’ learning pro. lems
for intensive teaching.

6. discussing with school administration policy decisions for
students with special educational needs.

7. working closely with school guidance officers and related
support agencies in assisting such students and sharing
insights with parents.

In Queensland then, resource teachers are being introduced in
both State and private high schools. It is hoped that with their special
competencies supplementing those of other members of the educating
team. the special needs of individual students may be met.
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PRE-SERVICE COURSES IN READING 19
Gregor A. Ramsey

There has been considerable discussion in recent times concern-
ing the preparedness of teachers to teach fundamental learning skills.
Not the least of this discussion is centred on the task of training
teachers to teach reading. Much publicity has been given to the
survey of pre-service teacher education in reading given at teachers
colleges, as reported in Problems, Practices and Perspectives on the
Teaching of Reading in South Australia (1974). This Report identifies
that in Southk Australia, colleges of advanced education and universi-
ties as at July 1974 gave pre-service primary teachers, on average,
about sixteen hours and secondary teachers about two hours of
training in the teaching of reading.

It may be noted that these proportions derive from a Diploma in
Teaching which was developed by the South Australian Education
Department, a Diploma which had a common schedule structure in alf
the former teachers colleges in South Australia. The basic philosophy
of this Diploma was that its prime objective was to provide a liberal
education for future teachers and as much as two-thirds of the
Diploma were devoted to Liberal © iudies. This aliowed very little time
in the Studies in Education sect.on of the Diploma for the teaching
of reading among all the other competing educational demands.

All the colleges of advanced education in South Australia are now
developing new courses for pre-service training of teachers. These
new courses now contain 3 much heavier emphasis on helping
teachers understand the process of basic skill development in
children. The courses being established vary markedly from college
to college and, unlike the earlier Education Department Diploma, the
new Diplomas will allow much greater attention to the importance of
reading and its teaching at all levels in schools. Unfortunately, the
first students from these Diplomas will not reach schools until 1978.

One example of the emphasis on reading may be seen from the
Diploma of Teaching being developed at Torrens College of Advanced
Education {1975). In the Main Study Area section of the Diploma
course for Early Childhood Education it may be noted that as much
as one-third of the twenty-four credits of the Main Study Area
specifically relate to language and reading skills. In addition to
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these. in the Theory and Practice of Teaching section considerable
emphasis is also placed on the teaching of basic skills where as
much as one quarter of the credits in this area may relate to teaching
reading and related skills.

In the Liberal Studies area. such topics as Educational Media and
Communication Studies are encouraged because these relate directly
to students’ understanding of communication processes, both of
which have an indirect relationship to reading.

Aims of the Early Childhood Main Study Area

To provide knowledge, theory and practical experiences such that

students will:
understand the behaviour and development of young children;
acquire background relevant to Early Chitdhood curriculum
areas and related methodology:
pursue special interests broadening their Early Childhood
interests.

Course Structure
There are sets of units in: :
Understanding the young child Lo
Language and reading skills
Curriculum studies
Electives
Twenty-two credits of the minimum of twenty-four that students
must take in the Main Study Area are compulsory.

A Report Examined

in preparing this paper | have examined the report of Conference
R98. Problems, Practices and Perspectives on the Teaching of Read-
ing in South Australia (1974) and taken the recommendations on pre-
service education contained in that Report and teased from it what
might be judged the philosophical position taken by the Conference
on which the recommendation was based. The philosophical position
and its attendant recommendations as interpreted by the author is set
out in tabular form below.

PRESERVICE COURSES IN READING

Philosophical Position Recommendation

:DEOUACY AND COMPULSION

All teachers are teachers of More emphasis on the
reading. preparation of each teacher as a
teacher of reading.
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PRESERVICE COURSES IN READING

Philosophical Position Recommendation

ADEQUACY AND COMPULSION All teachers to receive

compulsory pre-service
training in reading.

MODE

All courses for trainees
should be good models of
reading teaching.

Reading to be used in courses
in the same manner as it is
expected that students will
use reading in the classroom.

CONTENT

Basic reading courses should
have sufficient attention to
breadth and depth to develop
adequate understanding of
reading processes.

Students to develop an

understanding of:

—reading as a development
process;

—the skills of reading;

—the use of diagnostic
materials;

—the unifying of the
language arts;

—the varied approaches to
the teaching of reading;

—children’s literature and
library resource materials.

LENGTH

A tourse should have
sufficient length to give
students mastery over content
of reading and methods of
teaching.

The students to be involved in
both theory and practice of
teaching for a minimum contact
time. (Eighty hours is
considered necessary by some
authorities, though quality of
instruction is more important
than contact time.}
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PRESERVICE COURSES IN READING

Philosophical Position

Recommendation

TEACHING PRACTICE

Courses shouid provide
students with opportunities
to observe, participate in and
practice the use of reading
strategies throughout their
preparation.

EVALUATION

Students should regularly
report and evaluate their
teaching experiences to other
students and to the teacher.

Teaching experiences to

provide a sequence of:

—teaching reading with one
child;

—teaching reading with a
small, relatively homogeneous
group involving minimum
individualization:

—teaching reading with a
small, relatively homogeneous
group involving maximum
individualization;

—teaching reading with the
whole class over a
continuous period.

Interchange of tertiary staff
and students with practising
classroom teachers.

PERSONAL DEVELOPMENT

Philosophical Position

—

DEVELOPMENT OF POSITIVE
SELF-CONCEPT

Part of the development of
the teacher should include
opportunities for the
encouragement of a positive
self-concept in the ability
to experience and practice
communication skills,

Recommendation

Courses to be offered for
credit encompassing the
impressive and expressive
arts of reading, listening,
speaking and writing
necessary in interaction with
students.
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PERSONAL DEVELOPMENT

Philosophical Position

Recommendation

DEVELOPMENT OF SKILLS

Students should develop for
themselves appropriate
reading skilis.

Courses to be provided for
students to become aware of
and develop facilities in
such skills as skimming,
scanning, reading in depth,
special and general
comprehension.

TEACHING STANDARDS

Philosophical Position

Recommendation

ADEQUACY
Every teacher is a teacher of
reading and this should be
recognized by employers.

Require the Education
Department to employ teachers
who have undertaken a course
in teaching of reading as part
of their teacher education
preparation (to be embodied

in requirements for teacher
registration).

ADVANCED LEVELS

Philosophical Position

Recommendation

SPECIALIZATION

There is a need for
specialists in various reading
areas to be trained to work
with teachers who have had
only basic training.

Teacher education institutions
to provide advanced level
courses for preparing:
—advisory teachers in reading;
—reading specialists;
—teachers for special classes.

ERIC

Aruitoxt provided by Eic:
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ASSISTING BEGINNING TEACHERS

PERSONAL DEVELOPMENT AND SELF ESTEEM:

—support from principal and other experienced teachers;

—creation of climate where teacher can seek help without feeling
at disadvantage (pair with experienced teacher);

—opportunity for recourse to outside resource personnel.

SUPPORT FROM WITHIN SCHOOL:

+ —co-ordinated induction cf teacher; .
—planned and structured assistance where needed;
—programme of release for visits to other schools and facilities.

Internships.

SUPPORT FROM OUTSIDE SCHOOL:

——appointment of resource persons from teacher education institu-
tions to assist teacher;

—visits to schools by resource people;

_ _resource centres in teacher education institutions and regional
centres to provide teacher with resource materials.

The resource team.

SELF-HELP:

—meetings of new teachers to share experiences;
—becoming aware of specialized supportive agencies

Reading Development Centre

Secondary Reading Unit

Guidance and Special Education

Teacher Education Institutions

South Australian Reading Association;
—propose improvement in induction plans.

The lifelong learner.

This set of recommendations provides an extremely useful guide
to designers of pre-service courses at colleges of advanced education.
One could debate the philosophical positions assumed by the Con-
ference members; for example, that all teachers are teachers of
reading. There is a strong case to be put that teachers of art or music
or physical education are not teachers of reading and, in fact, any
emphasis on reading in these courses may act against the child’s
development in fields of creative endeavour.
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There can be no doubt that insufficient emphasis has been placed
in the past on the development of a student teacher’s own reading and
comprehension skills, the development of his abilities to enhance
such skills in children, and the general fostering of a realization that
reading is one of the important means of communication in our
modern society. It is the pre-service teacher education course
designer’s challenge to give adequate attention to the development of
reading teaching skills for all teachers, yet still maintain an appro-
priate balance among the various competing demands for material to
be included in a pre-service teacher’s course of training.

REFERENCES

Education Department of South Australia. September 1974. Problems,
Practices and Perspectives on the Teaching of Reading in South
Australia. A Report of Conference R98, Raywood Inservice Centre.
South Australia: Government Printer.

Torrens College of Advanced Education. 1975. A course submission
to the South Australian Board of Advanced Education requesting
accreditation for an award of Diploma of Teaching. Volume 2,
34-35.
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THE TEACHER OF READING: AT THE 20
BEGINNING OF A NEW SCHOOL YEAR

Tess Caust

This paper is intznded as a guideline *or the teaches preparing to
teach reading at the beginning of 8 new school yesr. It is directed
primarily to the tescher of classes with children eight years of age
and over.

A tescher st the beginning of the school year ususlly has a fow
days before school heg:ins to know which class of chiliren wiil be
under his cars. Me should seek out sny individual reading records
that may exist as we!l as the medical record the child may have
Having examined existing records the teacher then carefully prepares
his own record forms preparatory to identifying the individuel needs
in reading for each child. A reading record should ideally begin n
Grade One and contimua throughout a child's school tife pessing eech
year trom teacher 7 (sacher. LA simple method of recording is given
below } A shills _ scklist of the phonic elements of the siphsbetic
code and a table of word attack shills are listed in this srticle as weii
2s 8 supgested record form to heip the teacher gather and record
information om the mastery of the skills for sach child. The mext step
for the teacher i3 to examine carefully what kinds ef reading materials
are available to him becsuse once he has + et Mis class and cerefully
diagrosed whe. e his children sre in their reading skifls he wi'l need
to select resadiny material approgpriste for them

Or becoming 8 teacher responsibile for a class ¢f chilkdren it is the
teacher s task to aTtemgt to Mmeet the needs of of the children under
hie care in order to perforn thes task, the teacher, as 8 teacher of
reading wili need 1o scquire The feliowng:

1 A knowiedge of the shilis iwolved which a2 child reeds in
order 10 master the readirxy process
A wmowiedge of all k=ows veriables which affect 8 child s
reading progress.

A kmowiedge of organizational cptions cpen to teachers.

4 A knowledge of the materials svailable ta assist the Yeacher
ta meet these needs wchading both resdw; and sudio-visus!
materials

L7

(7]
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tn relation to ‘& knowledge of the reading skills', the teacher needs to
remember that the skills to be mastered in order to becume a proficient
reader, rerrain constant

The factors constantly changing are:

1. The differences Letween children in their mastery of reading

skillg.

2. The diffierences between teachers in their own knowledge of

the skills and in their presentation of these skifls to children.
Many children need to have skilis presented in 8 sequential, syste-
matic way in order to meet their individual needs. Such children need
early recognition by the teacher.
Reading Skills may be delineated under three main headings:

1  The Readiness Skills.

Under this heading are usually listed physical devetopment,
mator co-ordination speech development, socia!, motivational,
environmenta!. perceptual factors and concepts about print.

2 The Decoding Skiils.

3. The Comprehension Skills
It must be remembared that the terms readiness’, ‘decoeding’, snd
‘comprebension’ are ‘global’ terms, each of which can be broken down
into spacific b skitis. These sub-skills must then be task analysed
and ordered sequentiaily. The three main areas of skilis sre inter-
related but some skills need to be mastered | lore cthers can be
uhdertaken

In this paper on'y decoding skills sre dealt wit-. A knowledge of
what the shiils are in decoding s essential for the teacher if he is to
Pelp each child develop into 8 competent reader. it is in this decoding
area that many children have dificutty. Decoding difficuities can be
raddity diagnosed and learning teaching situations structured in order
o heip these children Cha!l {19367) demonstrated that recwtable
PhoMiC rogramemas are superior to other methods particularty when a
child is experiencing di%icu'ty She 2'so produced evidence indicating
that & systemat:c phomic appradch 15 more successful than when
phonics 18 taught only imCidentally.

When children sra grouped together by age a wide range of
readimg artainment can Le expected Rsading is 8 complex process
amd comtradictory defimtoms of the weord readang’ 8dd to the com-
plenity (Clymer, 1368) However. part et any definition of ‘reading’
would reed to include the deciphering of a code In the Erglish
largaage the Basis of this code s the s'phatet. The code is graphi-
taty regresemted by upper amd bohger case letters and vanous types
of script

2{)0)
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e g. Upper Case letters

ABCDEFGHIUKLMNOPQRSTUVWXYZ

Lower Case letters.

abcdefghijkimnopgrstuvwxyz

and different forms of script.

AFJKQRSY AFIJIKQRSY AFIKQRSY

afjkqgrsy afjhqgrsy afihgrsy
These letters represent sounds and have both a sound and a name —
O as in got, 0 as in go.

in deciphering the graphic symbols. chiidren will need to dis-
tinguish between and identify various types of script and know both
the sounds and names of the letters in the alphatet. Such kncwledge
on the part of each child cannot be taken for granted.

It is the various combinations of this code into parts of a word,
a word, phrases. sentences etc. which a child wiil need to master in
order o begin to read. Decoding. i e interpreting the atphabetic code,
is 2 continual developmental pracess beg.nning early in & child's {ife
and continuing into adu'thood No matter what age the children in the
class way be the teacher will find them at different poirg along the
continue™ in the mastery of this code

TABLE 1
WORD ATTACK SKILLS

Level 1  Recognise say. write the letters of the alphabet.
(a} Lower case letters {b} Upper case letters.

Llevel 2 Blend recaogrise and bui'd word families in levels 2-4.
3 letter words in a consonart vowel consonant pattern,
eg pet can
ab ad ag am an ap at ed eg en et
wid g m oam it ik cb od og op ot
W uwd wg um un uD  us  ut

Level 3 2 tetter imital consonant blemds

Stage 1 B! br ¢l cr dr LI i 4 gl or o pr
s¢ sk st sm sm sp st sw tr tw

Stage 2 2 letrer final comstnart blends.
ft i i p h mp rd ng rnk nt (4}
a } sk sp st ty

Stage 3 I letter initig! consonant blends
sy spd spr str sgu
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Levei 4 Digraphs.
Stage 1 ar er or ee th sh ch qu

Stage 2 oo ay all oca aw ae OU i-& Oy
wh ck y-sky, try my vy-happy. funny. merry

Stage 3 ow ea @& u-e ir ace ice oi o©-e

t ie 7. c age 12. t alk 17. | augh

Stage 4 1.
2.t oe 8. ¢ ould 13. t cugh 18. tele ph one
3. b um 9. f air 14. b ought 19. monk ey
4 new 10 c ure 15. ¢ aught 20. p oor
6. h igh 11. w eight 16. fr uit 2%. he dge
6. might and the silent letters.

tevel 5 Syllabification — including compound wnrds, prefixes,
suffixes, word roots.

Although trhe Ward Attack Skills are organized sccording to levels
ot difficulty there wiil be children working at different levels at the
same Lime and not necessarily in the order specified.

This ordering of the elements or sub-skills into specific sounding,
tiending. teaching units is known as the Phonic Approach to the
teaching of reading The use of such a sounding approach helps 8
child to develop an attack which will erable him to decode new
words. A specific terminology is used in relation to teaching phonics
in reading: a digraph is defined as two letters which together make
one sound. This may be vowe! digraph (‘ee’ in street). a consonant
digraph (‘sh’ in ship), or a vowel-consonant digraph (‘ar’ in chart).
The method of teaching may vary from:

h-a-t

ha -t or

h - at

S-t-r-i-p
str - ip

Comtiining the elements info one group g str - ip is becoming
common practice.

At the same time because many words will not atiow a8 sounding
way in, and if attempted may lead to confusion, a naming way in or a
sight vocabulary must be taught. Examples of words which must be
taught as whole units are: the, here. there, these. where, etc.

Often irteresting new words are learnt as sight vocalulary before
the necessar¢ ~ecoding skills have been mastered.

218

2038



O

ERIC

Aruitoxt provided by Eic:

Below is a table ot sight vocabulary skills again ordered from the
simple to the more complex (Reading Uevelopment Centre, 1973).

TABLE 2
SIGHT VOCABULARY SKILLS

1. Uses the shape (configuration) of words, their position in familiar
context, and picture clues to recognise words on sight.

2. Uses reading experiences to add to the number of familiar words
recognized ""on sight’.

3. Readily recognizes at sight the words in a basic word and phrase
list, e g. Dolch, Frances Kucera, or Key Words to Literacy.

4. Distinguishes words of similar configuration cn sight. e.g. them -
then, those - these. where - were.

5. Recognizes as sight words, those met i:; a specialized interest
such as science, hobby etc.

6. Continues to add words to the sight vocabulary through a variety
of reading experiences.

The ordering of these skills has been done in stages of difficulty
but it is understond that any child could be working on one or all of
thes2 stages at any one time.

Until a child has attained a reading age of approximately ten
vears (no matter what his chronological age might be), he has not yet
mastered the decoding process sufficiently to enabie him to read
$impl9 texts for pleasure and to gain information from the written text
with automatic ease. This reading age of ten years is often arbitrarily
defined as the point of ‘functiona! literacy’. Until this point has been
reached. the reading material needs to be carefully graded according
to vocabulary knowledge and appropriate interest material. After
Reading Age 10.0 the teacher can begin to give greater emphasis to
the development of specific comprehension skills when & child is
reading from text.

A standardized word recognition test given early in the school
year wiil assist a teacher to recognize the range of decoding skills
existing between children in any one class. A Word Recognition Test
is an attainment test given individuaily to ascertain a Reading Age.
Table 3 shows a sampie of children in a2 Grade Five class with Reading
Ages as measured on 3 word Recognition Test. and chronological

ages.
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TABLE 3
Grade 5 — Number of children: 30

Boys Girls
Name C.A. RA, Special  Name C.A. R.A, Seecal

help help
needed needed

9.1 93 9.1 118 °*°°

9.6 83 ° 101 120 °*°°

10.5 101 9.7 129 °*°*°

104 92 *° 9.9 120 **°

9.8 10.6 9.9 103

9.8 116 °*°° 8.1 79 °

9.5 8.7 9.5 111 °*°°

9.7 9.2 10.1 120 °*°°

103 116 °**° 9.8 80 °

10.7 90 °* 9.7 124 °*°°

9.4 127 °*°*°° 103 1.7 °*°°

924 133 °*°*° 9.2 9.2

94 79 ° 90 g1 °

95 124 °°° 3.0 9.8

9.5 9.8 9.6 126 °*°°

From Table 3 it is noied that the range in attainment is five vears,
trom Reading Age 7.9 years to 12.9 years. and thirteen children are
below Reading Age 10.0.

TABLE 4
Boys Giris
Nzme C.A. R.A, Seecal  Name C.A. R.A, Seecsl
help help
needed needed
7.7 66 ° 7.2 6.5 °
7.10 69 ° 7.11 7.2
9.2 82 ° 7.10 7.2
7.5 57 °° 7.4 7.3
7.7 62 ° 79 113 °**°
88 57 °*° 7.4 8.4
9.0 72 ° 71 9.2
8.7 67 ° 7.8 9.0
8.1 65 °° 80 9.1
8.7 75 ° 70 64 °
8.11 54 °*° 7.5 58 °°
83 61 °° 8.2 59 °*°
741 7.8 71 8.6
20 7.3 7.7 59 °°
7.7 73 2 10 7.4 7.2
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Table 4 is a sample of children in Grade Three class. The range
in attainment is six years from Reading Age 5.4 years to 11.3 years,
and severai children are only beginning readers. Note carefully that
the scores on these tables that indicate special attention is required
from the teacher are marked as follows:

* Very specific diagnosis is needed.

¢ As well as specific diagnosis, special referral to the guid-

ance officer of the schoo! district may be needed.

*** Extension in comprehension skills is required.

The other children in these tables would appear to be progressing
normally but if their reading age is under ten much more detailed
analysis of their decoding skills will be needed to guide the teacher
in developing his programme in teaching the decoding skills.

The information gathered here would be supplemented by any
previous reading records and other reievant information. Further
information on how the child feit about reading could also be
included. This can be acquired by asking the child such questions as
the following: ‘Do you like to read?’, ‘"What kinds of books do you
like to read?’, ‘What kind of things do you like to do?”, "If you could
read easily what kind of books do you think you'd like to read?’, ‘Do
you like books about animals, space. motor cars, etg?’.

Such questioning is an attempt to gain information in order to
match the interest of the child with a graded reader to practiso his
skills. Appropriate graded reading material can be selected for each
child (see, for example. Hart and Richardson, 1973).

It is recommended that a Word Recognition Test be used once a
year only, preferably at the beginning of the school year. When further
analysis of the child’s mastery of reading skills is necessary, diag-
nostic tests should be used. If a teacher devises his own diagnostic
tests. he should avoid including words from standardized recognition
tests to prevent invalidating their future use.

Diagnostic Tests
There are standardized diagnostic tests available for the teacher
to use, or the teacher can devise his own tests. Such tests are speci-
fically designed to indicate the reading skills the child has acquired
and those he has yet to tearn, and to indicate to the teacher the start-
ing point for further teaching for that child. {if the teacher knows
what skills to look for, Readiness an<'. Attainment tests may be used
diagnostically.}
The Diagnostic Use of the St. Lu./a Graded Word Reading Test
The St. Lucia test {Andrews, 1969) is a word recognition test
using the words of the Schonell R! (in a different order and presented
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emphasizing the way in which the test can be used diagnostically. An
in a different print from the RI}. Accompanying the test is 8 manual
Examiners Record Sheet is provided on which the teacher must note
exactly how the child attempts each word. This enables the teacher
to determine exactly what word attack skills the child is using and
what types of errors he is making.

A useful new test that has recently appeared on the market is the
Domain Phonic Test {MclLeod and Atkinson, 1972).

The Domain Tests in Phonics were constructed in an attempt
to pin-point any weaknesses which a child might have with single
letter sounds, short and long vowels, and with conscnant and
vowe! blends. Appropriate exercises were then designed to give
practice in and improve the particular deficiencies revealed by the
tests . . . The exercises . . . make up the Domain Phonic Work-
shop (Mcleod, Atkinson, 1972).

Teacher Designed Diagnostic: Test
Teachers often design their own diagnostic tests to pin-point the
decoding skills that the child has not mastered. The important points
to remember in designing a test for classroom use are:
1. The test should be relatively easy to administer.
2. The test should be given individually to each ckild.
3. The test should be sequential, moving from the simple to the
more complex skills.
4. The instructions given to ich child need to be clear and easy
to follow.
5. Any letters and words presented to a child in a diagnostic
test should be clearly printed.
6. A simple marking procedure to maximise usefulneg: of the
information gained through the child’s performance.
7. The testing situation should be in a relaxed atmosphere. where
the child feels at ease.
8. The teacher must know what it is he is testing and be specific.

Below is an example of a teacher designed test.
DECODING SKILLS TEST. (Test administered from left to right in all
Sections.)

1. Sound and say these words.

got jam Tom Bob
2. Say these words {Sound them if you like).
grip cend strong grunt
222
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3. Say these words.

hard sport shell chop
small rake nice when
snow rail chirp noise
fry stew caught phrase
stage moor

4. What are these words? (Work them out aloud).

dropping understood remembering forget-me-nots
disenchantment predisposition internationalise

This teacher designed test, based on a checklist similar to Table
1 was devised as a quick spot check for mastery and areas of weak-
ness in the main decoding skills. The test presumes that readiness
skills have been mastered. This test alone can not provide conclusive
evidence that the various decoding skills have been mastered or that
weaknesses still exist. It rather provides warnings which can then be
followed up with more detailed testing in the specific area of doubt.
For example, if the child is unable to sound and say str as in strip,
provide him with a list of other str words to see whether the difficulty
is general to all str words or specific to the word strip. Again, if
administering the above test you suspect that a child has difficulty in
discriminating small differences in words, the child may be given the
Schonell R7 Visual Discrimination Test (Schonell and Schonell,

1950).

Analysis of the Teacher Test

1. This samples the child’s ability to recognize and say small and
capital letters and to blend words with vowel, consonant,
vowel.

2. Initial and final consonant blends (two consonants, three con-
sonants) are tested in this section.

3. Phonic units are sampled according to their generally accepted
order of difficulty.

4. Phonic words which are probably not part of the child’'s sight
vocabulary have been selected to discover whether the pupil
has a particular word attack, what kind of word attack is used
and how successful it is.

It must be noted that not every child will need to be given every
extension test. These are only given when necessary. Remember, the
main point of a teacher designed diagnostic test is to indicate to the
teacher what the child does not know and what the teacher therefore
needs to teach.
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Below is a sample of the test given to a child with the teacher’s
comments marked and noted of help required. The child has one
form of the test, This page is for the teachers to record the child's
responses.

PUPIL RECORD SHEET — Teacher designed diagnostic test.

Name. Jokn Chronological Age: 106 Grade: S Date: 6-5-73

Directions: Administer each section of the test from left to right.
Circle the mistakes made by the child and write down exactly what
the child says.

1.

2.

got jam Tom Bob
srong— Check 3 congorrant biends)
grip send strong grunt \girip string strap
hard sport shell shop
small rake nice when

snow rail chirp r\oce
fry @& @hrasD prase
@™ @

. . notes
dropping understood remembering forget-me-nots

disenchantmen predisposition internationalise

disenchantment  p-r-é-a-i-ec could not atlermpt:

Needs noted and help required.

1.

2
3
4.
S

Single sounds. Known

Blending consonant vowel consonant. Satisfactory
Consonant blends. Cheek 3 consonant, biends, especlally str.
Attack on new words.No systematic. a#ock . Spels .

Digraphs. Level | &2 -Sound .
Level 5 - check each digraph Refer o Tatie T
Level 4 - nor KMNowWn

{Reading Development Centre. 1973.)
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As mentioned earlier a teacher needs to design a method of keep-
ing a reading record form for each child. Such a record might look
as follows: (note that other forms of individual records will be needed
for day-to-day working in specific skills).

(STIFF CARD)
Child’'s Name.........cooeuiiiiiiricccieenrieeecreeeni e nrens

St. Lucia Graded
Word Test.
{Once per year)

—r

WORD ATTACK SKILLS
1. Individual letters.
2. 3 letter consonant
vowel consonant.
3. 2 {etter initial blend.
2 letter final blend.
3 letter initial biend.
4. Digraphs. Stage 1.
Stage 2.
Stage 3.
Stage 4.
5. Prefixes, Suffixes.

METHODS OF ATTACK.

Syllabalises.
Sounds.
No set method.

The reverse side of the card may be used as a Reading Comprehen-
sion record, e.g.

Child’s Name............c.cciiiieiiiinieiee e s
Comprehension Strategies

Evaluation and Comment Date
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As a teacher gains confidence in assessing and preparing a
reading programme he will change and organize his recording methods
as best suit his own needs. :

What a child does not know he needs to be taught. Often in a
class there are several children with similar difficulties. This allows
the teacher to organize skill groups to meet the needs of these
children; such a group to be disbanded as soon as the required skill
is taught,

Once a skill is taught, e.g. the ow sound or the final consonant
cluster of ng, it needs to be practised for over-learning. It is here that
reading games and activities are useful.

Such skill teaching should form part of a daily routine for those
children who need it. A short period of skill teaching to a small group
of children for five minutes can be followed with ten minutes re-
inforcement activity for this group, while the teacher moves to another
skill group with other children.

When a child has 1~astered a skill he needs to practise that skill
constantly. Carefully selected graded readers allow a child to do this.
The teacher needs a personal copy of Books for the Retarded Reader,
Fifth Edition, (Hart, Richardson, 1973) in order to become familiar
with the concept of books graded in vocabulary and interest age. He
is then able to select appropriztely from what is available in the school
to meet the needs in reading of the child.

Learning to decipher the code is a long, often tedious and difficult
task for many children. Instruction needs to be short, but daily, always
reinforced by some simple writing task. Every effort should be made
to keep such tasks short, varied and interesting. As the child moves
along the continuum in mastery of decoding skills, interest in reading
and language needs to be maintained. Spoken language is primary to,
and reading is part of, a total communication process. Reading stories
to children, encouraging children to talk and listen to others talk,
always blackboarding the new and interesting words or making up
experience charts of words and sentences will form part of any
reading programme.

The intention of this article has been to explain to the teacher
what is involved in the decoding process, and the phonic approach to
the teaching of reading. This information relates only to point one as
explained at the beginning of this article, **A knowledge of the skills
involved which a child needs in order to master the reading process’.

In regard to point two, “"A knowledge of all known variables which
affect a child’s reading progress’’. some of the known variables are
discussed in any text devoted to the teaching of Reading.

Point three. ‘A knowledge of organizational options open to
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teachers’’. Different children will be at different stages along the
continuum of decoding skills and will acquire different skills at vary-
ing times. Therefore organizational patterns and skills instruction
groups will be ever-changing in composition. The organization of
groups will be an on-going process as different children will acquire
skills at different rates and will be ready for a new skill at different
times. Some forms of classroom organisation in the area of reading
have been described in an article, “’"New Forms of Classroom Organi-
sation as Related to Reading’’. (5mith, N. B., 1966).

Point four, "A knowledge of the materials available to assist the
teacher to meet these needs, including both reading and audio-visual
materials’’. A knowledge of the matarials will only come with experi-
ence, however, a teacher needs to visit the infant school constantly
and become familiar with beginning reading materials. When using
new reading schemes always read carefully the Teacher's Manual.
Commercially prepared reading material is usually designed accord-
ing to the bias of the writer/s. This bias will often relate to both the
preparation of the material, i.e. belief in the phonic approach, or
linguistic approach, or whole word approach etc., and to a bias as to
whether children need systematic teaching of the decoding skills, or
whether the author/s expect such knowledge to be acquired
incidentally.

Factors to consider when examining materials are outlined in
**Summary of Criteria for Assessing Reading Approaches’’ (Southgate,
1970).

“No programme can do all things for all children, and no programme

can be all things for all teachers.” (Chall, 1967.)

In summary, decoding is only a part of the total reading pro-
gramme and to assume that reading is only the acquisition of these
decoding skills would be to separate reading from the tota! area of
communication which includes listening, speaking and writing. The
emphasis in this article has been to incorporate phonic difficulties that
a child might have in learning to read into the total reading pro-
gramme of any classroom teacher. In doing this the view taken of
reading is a developmental one, where,

Reading is seen as an aspect of the sequence of related progressive
changes which follow one another as the individual progresses from
birth to maturity. Related closely to physical emotional and social
development, progress in reading will form an integral part of the total
growth of the individual. The acquisition of reading is seen, in common,
with other developmental processes, to be sequential, having its roots
in pre-school linguistic and life experience and proceeding through
lower-order decoding skills to higher-order reading skills. Further, as
the child moves through the sequential process of learning to read, the
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ideas acquired through his reading influence his psychological and
social development. (Latham, 1968 in Melnik and Merritt, 1872)

A teacher needs constantly beside him resource books in the
development of reading skills. Below are listed some resource books
which teachers have found useful.

Education Department, 1971. Phonics and Word Study Handbook for

Teachers, Grades | and !l. Adelaide: Education Department of S.A.
Education Department, Research and Planning Branch, 1973. Listen-

ing and Talking Activities. Adelaide: Education Department of S.A.
Reading Development Centre, 1972. Reading: Word Recognition and

Listening Activities. Adelaide: Reading Development Centre.
Reading Development Centre 1973. Resource Book on the Develop-

ment of Reading Skills. Adelaide: Education Department.

Other useful resource books.
Monroe, M., Artley, A. Sterl, and Robinson, H. 1970. Basic Reading

Skills. (Teachers Handbook.) Atlanta: Scott Foresman.

Herr, Selma, 1970. Learning Activities for Reading. Duberque: William

C. Brown.

Ekwall, E!don, 1970. Locating and Co:recting Reading Difficulties.
Columbus: Charles E. Merrill.

Most schools have a special reference section of books and
journals on reading. However, such books and journals need to be
constantly up-dated.

For a teacher’s own reference library the following three books
will be found useful. They are the set texts for the Open University
Course of Reading.

Melnick, A. and Merritt, J. (eds.) 1972. The Reading Curriculum.

London: University of London Press.

Melnick, A. and Merritt, J. (eds.) 1972. Reading: Today and

Tomorrow. London: University of London Press.

Reid, Jessie F. 1972. Reading: Problems and Practices. London, Ward

Lock Educational.

RESOURCES

Hart, J. A. and Richardson, J. A. 1973. Books for the Retarded
Reader Fifth Edition. Hawthorn, Victoria: A.C.E.R.

This is the most useful source book at present available for infor-
mation about graded readers.

Available: A.C.E.R., Frederick Street, Hawthorn, Victoria.
Andrews, 1. J. 1969. St. Lucia Graded Word Reading Test.
Brisbane: Teaching and Testing Resources.

Basic Kit S101 consists of Manual, test sheet and 50 student
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record forms. Kit S102 contains 100 replacement record forms.
Available: Teaching and Testing Resources, P.O. Box 77, Forti-
wde Valley, Queensiand.

Mcleod, J. and Atkinson, J. 1972. The Domain Phonic Test Kit.
Edinburgh: Oliver and Boyd.

Consists of 1 Domain Phoniz Manual, 2 sets of Domain Phonic
Tests, 5 Phonic Record Books and 5 sets of Phonic Worksnops.
Sets of 5 Pnonic Record Books and 5 Phonic Workshops may be
purchased separately.

Available: Penguin Books, 105 Gouger Street, Adelaide.

Schonell R7 Visual Liscrimination Test can be found in Schoneil,
F. J. and Schonell, Eleanor, 1920. Diagnostic and Attainment
Testing. Fourth Edition. Edinburgh: Oliver and Boyd.

Reading Development Centre. 1975. Games, Games, Games.
Reading: Word Recognition and Listening Activities (Third
Edition). Adelaide: Reading Development Centre. South Austra-
lian Education Department.
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